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ABSTRACT
The purpose of this study was to investigate the impact of 
teaching test-taking skills upon the scores of selected secondary 
students. The interactions between the treatment and sex, socioeconomic 
status, ethnicity, and achievement level were also investigated.
The treatment consisted of four or five 50-minute periods of 
instruction and practice in selected test-taking skills which included 
marking answer sheets correctly and quickly, coordinating answer sheets 
and test booklets, developing a test cadence, fostering a positive test 
attitude, using deductive reasoning and guessing strategies, and using a 
relaxation technique during a test situation.
The treatment was administered to four experimental groups in 
a sample which consisted of 110 sophomore students in eight randomly 
selected, average ability English classes.
Within one week following the treatment, all students in the 
study took the Louisiana State Assessment Test which consisted of three 
subtests in reading, writing, and mathematics.
Five null hypotheses were tested at the .05 level of 
significance using general linear regression model analysis of variance 
procedures. In the instances where significance was indicated, t-tests 
were used at the .02 level of significance to determine the differences 
between the least squares means of the experimental and control groups 
for the reading, writing, mathematics, and composite scores.
While all five hypotheses were accepted, indicating no 
significant differences between the experimental and control groups due 
to the main effect of the treatment or to the interactions between the
viii
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treatment and sex, socioeconomic status, ethnicity, or achievement 
level, there was scattered evidence that the instruction in test-taking 
skills benefited the minority students and the students categorized as 
high achievers. Reading and mathematics were the areas in which some 
impact of the treatment could be detected. As was anticipated, the 
qualitative writing skills did not appear to be affected by the 
treatment.
ix
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Chapter 1
INTRODUCTION
It has been noted (Downey, 3977:27) that "the multimillion- 
dollar international testing cartel" has promoted, for some years, the 
utilization of standardized tests; subsequently, the use of standardized 
tests has been a source of increasing pressure on students, teachers, 
and administrators. One means of coping with this pressure, one 
response to the criticism school districts receive as the result of poor 
test performance, is special test preparation (Downey, 1977).
In recent years interest in special preparation designed to 
improve standardized achievement test scores of elementary and secondary 
students has increased. Preparation may take the form of content- 
specific coaching or test-taking skills instruction. The first means of 
special test preparation, content-specific coaching, is not generally 
effective, particularly when the excessive amount of coaching time 
required to raise scores significantly is a consideration (Messick, 
Jungeblut, 1980).
Teaching test-taking skills in an effort to promote examinees' 
test-wiseness is a second means of special preparation for standardized 
tests. Oakland and Weilert (1971:3) have noted that a test-wise 
examinee has "the ability to manifest test-taking skills which utilize 
the characteristics and formats of a test and/or testtaking situation in 
order to receive a score commensurate with the abilities being 
measured." Gibb (1964) has indicated that a test-wise examinee will use 
his test-taking skills to obtain credit without knowledge of the subject
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
2matter being tested.
The teaching of test-taking skills is the subject of an on­
going debate. Proponents of the concept indicate that there are two 
critical factors or skills that determine a student’s standardized 
achievement test score: (1) the. student's knowledge or skill which the
test is designed specifically to measure and (2) the student's ability 
to demonstrate his knowledge or skill a test supposed to measure 
(Sabers, 1975).
Opponents of the test-wiseness concept assert that if a test 
is well-constructed, and is valid and reliable, test-wiseness will be an 
insignificant factor in determining students' scores. The opponents 
assert that structural fallacies such as unparallel grammatical 
structures, illogical answers, obvious identifiers, and inconsistent 
length of possible answers rarely occur on standardized tests; hence, 
time spent in teaching students to identify such fallacies is time 
wasted. Some fear that fundamental elements of curriculum may succumb 
to an excessive concern with test-taking skills (Downey, 1977); others 
suggest that more instruction in test-making should be provided to the 
makers of standardized tests and teacher-made tests in an effort to make 
the measurement instruments less susceptible to test-wiseness variance 
(Sarnacki, 1979).
Messick and Jungeblut (1980), working under the auspices of 
the Educational Testing Service, concluded from their survey of research 
related to test-wiseness that attempts to teach test-taking skills may 
result in elevated scores on the Scholastic Aptitude Test (SAT); more 
important, however, is their conclusion that a significant difference in 
SAT scores attributed primarily to acquisition of test-taking skills can
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
3generally be achieved only when contact time in such instruction 
approaches that of full-time schooling. Their final recommendation is 
that secondary educators should provide a long-range program which 
integrates development of thought and development of knowledge. This, 
they.feel, is the soundest preparation for the SAT.
Sabers' (1975) study can be used to demonstrate a counter 
argument. He asserts that while some students may have acquired the 
same content knowledge as others, they may not have had the same type or 
same number of experiences in expressing content knowledge. In essence, 
some students are at a distinct disadvantage due to their lack of 
familiarity with testing formats and testing situations. Insisting that 
test-taking skills are distinct from content knowledge and skills,
Sabers suggests that both test-wise students and test-naive students may 
receive test scores that mask their actual achievement.
It is generally acknowledged that standardized testing, on 
which more than a quarter of a billion dollars are spent annually, has 
become embedded in the educational system, and that despite criticism, 
is likely to be on the scene for some time to come (Bergman, 1980; 
Gifford, Fluitt, 1978). Given this assumption, it is not surprising 
that test preparation is emerging as a new industry in its own right, 
with special test preparation being dispensed by commercial centers 
charging as much as two hundred fifty dollars for a 30-hour course 
(Downey, 1977). Decisions affecting individuals' work destinies and 
patterns of personal, academic, or economic lives may be based upon the 
arbitrary use of test scores; thus, it is desirable that test-makers and 
test-takers examine the concept of test-wiseness (Bergman, 1980; Downey, 
1977).
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4Statement of the Problem
The problem investigated in this study involved a comparison 
of the test performance of secondary school students who received 
instruction in test-taking skills and the test performance of students 
who did riot receive instruction in test-taking skills. The specific 
questions to be answered were.:
(1) Do students who receive instruction in selected test- 
taking skills achieve higher scores on an external criterion measure 
than do students who do not receive instruction in the selected test- 
taking skills?
(2) Are there any differences in the observed effectiveness 
of teaching test-taking skills insofar as sex, socioeconomic status, 
ethnicity, and achievement level of students are concerned?
The following null hypotheses were tested in this study:
1. There is no significant difference between the 
performance of students given instruction in test-taking 
skills and the performance of students given no 
instruction in test-taking skills as measured by scores 
on the Louisiana State Assessment Test.
2. There is no significant difference between the test 
performance of the experimental group of students who 
received instruction in test-taking skills and the test 
performance of the control group of students who did not 
receive instruction in test-taking skills as measured by 
scores on the Louisiana State Assessment Test for the sex 
variable.
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53. There is no significant difference between the test 
performance of the experimental group of students who 
received instruction in test-taking skills and the test
. . performance of the control group of students who did not 
receive instruction in test-taking skills as measured by 
scores on the Louisiana State Assessment Test for the 
ethnicity variable.^
4. There is no significant difference between the test 
performance of the experimental group of students who 
received instruction in test-taking skills and the test 
performance of the control group of students who did not 
receive instruction in test-taking skills as measured by 
scores on the Louisiana State Assessment Test for the 
socioeconomic status variable.
5. There is no significant difference between the test 
performance of the experimental group of students who 
received instruction in test-taking skills and the test 
performance of the control group of students who did not 
receive instruction in test-taking skills as measured by 
scores on the Louisiana State Assessment Test for the 
achievement level variable.
Each hypothesis was tested for general achievement as measured 
by the composite score and for specific achievement areas as measured by 
the reading, writing, and mathematics scores.
Definition of Terms
Test-wise is an adjective used to describe those students who
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
have "the ability to manifest test-taking skills which utilize the 
characteristics and formats of a test and/or test-taking situation in 
order to receive, a score commensurate with the abilities being 
measured." (Oakland, Weilert, 1971:3)
Test-taking skills are those skills which may enable students 
to cope effectively with a specific test format in a specific test 
situation. Insofar as this study^is concerned, these are not to be 
confused with content orientation or ability to recognize fallacies in 
test construction.
Non-minority student refers to a white, American student in 
whose home English is the main language spoken.
Minority student refers to a non-white student, a student 
whose nationality is other than American, or a student in whose home 
English is not the main language spoken.
Low, middle, and high socio-economic levels are categories to 
which students are assigned on the basis of the head-of-household 
occupational rating as indicated by the Duncan Scale.
The Duncan Scale is a sociometric scale which classifies 
persons as belonging to distinct socio-economic groups on the basis of 
head-of-household occupation. (Miller, 1977)
Low, average, and high achievement levels are levels to which 
students are assigned on the basis of their scores on the Louisiana 
State Assessment Test. The bottom third of the frequency distribution 
is designated the low achievement level, the middle third is designated 
the average achievement level, and the top third is designated the high 
achievement level.
The Louisiana State Assessment Test (LSAT) is a Criterion-
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7referenced test administered to public school .students in selected 
grades during the second semester of the academic year. The test 
consists of three parts: reading (64 items), writing (64 items), and
mathematics (80 items).
Composite score is the sum of the reading score, the writing 
score, and the mathematics score on the Louisiana State Assessment Test.
Significance of the Study
In addition to the traditional uses of test results for 
formative and summative evaluation, level-of-mastery assessment, and 
continuous and intermittent feedback, testing results are now being used 
as system-wide evaluative tools and accountability measures. The use 
and misuse of test scores have been discussed in terms of the impact 
decisions based upon test scores may have on the work destinies and life 
patterns of individuals (Bergman, 1980; Downey, 1977). The tremendous 
amount of importance placed on testing and test results makes desirable 
an investigation of any inequities in the testing phenomenon which 
result from familiarity with or ignorance of test-taking skills. As 
Millman, Bishop, and Ebel (1965) noted, if test-wiseness does make a 
significant difference in objective achievement and aptitude tests, then 
it is desirable to seek ways of reducing test-wiseness variance among 
examinees in order to prevent masking of their actual abilities and 
achievement levels.
Some publishers have developed multi-media kits focusing on 
test-taking skills and make claims of helping to increase students' test 
scores. More research will help local systems decide if investment in 
such programs is justifiable.
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With tests firmly established as evaluative tools for 
measuring the success of local school districts, and with the increasing 
use of tests as accountability measures, it seems justifiable to devote 
some of the time given traditionally to teaching methods and learning 
styles to an examination of the test-wise phenomenon.
While the opponents and advocates of teaching test-taking 
skills at times disagree with regard to the definition of test-wiseness, 
this study investigated test-taking skills as distinct from knowledge of 
content areas being tested.
The study is unique in that the content of the experimental 
module was eclectic, random block selection and random block assignment 
were utilized to the extent possible, the measurement instrument was a 
criterion-referenced test, the amount of time required for 
administration of the treatment was minimal, and test-taking skills were 
taught with the purpose of increasing test scores on an external 
criterion measure rather than increasing scores on a measure of test- 
wiseness. It should be noted that the module used in the study was 
original in that test-taking skills delineated in the related literature 
were taught with materials that were available commercially at a 
reasonable cost.
Theoretical Framework
Test-wiseness, a phenomenon which is distinct from content 
knowledge and skills, is a factor which may contribute invalid variance 
to standardized test scores (Millman, Bishop, Ebel, 1965; Oakland, 
Weilert, 1971; Ferrell, 1977). Instruments have been designed to 
measure test-wiseness (Gibb, 1964; Ferrell, 1977; Diamond, 1977), and
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9studies have demonstrated that test-wiseness can be taught (Slakter, 
Koehler, Hampton, 1970; Yearby, 1975; Thomas, 1976; Crozier, 1978; 
Sarnacki, 1979). A review of studies related to test-wiseness has 
revealed discrepancies in the efficacy of teaching test-taking skills 
insofar as the impact upon external criterion measures is concerned 
(Anderson, 1973; Flynn, Anderson, 1977; Lagana, 1978; Derby, 1978; 
McGlothin, 1974; Slaughter, 1976; Pollack, 1980).
Subjects in this study received instruction in test-taking 
skills and, subsequently, were encouraged to apply these skills on an 
external criterion measure. If these subjects score significantly 
higher than the control subjects who did not receive instruction in 
test-taking skills, it will further confirm the presence of a test- 
wiseness factor which may contribute invalid variance to standardized 
test results. If, however, the experimental subjects do not score 
significantly higher than the control subjects on the external criterion 
measure, doubts will again be raised as to the efficacy of teaching 
test-taking skills, particularly as it relates to performance on 
standardized tests.
Millman, Bishop, and Ebel (1965) have outlined the possible 
components of test-wiseness, and Fueyo (1977) has indicated that 
instruction in test-taking skills should be restricted to the types of 
skills in such an outline. These skills are categorized under the two 
broad headings, skills which are independent of test constructor or test 
purpose and skills which are dependent upon test constructor or test 
purpose. Specific skills under the first heading include time-using and 
error-avoidance strategies which help an examinee avoid losing points 
for reasons other than his lack of knowledge of specific subject matter
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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or test content. Guessing and deductive reasoning strategies which 
allow an examinee to gain points beyond those he would receive based 
upon his knowledge of specific subject matter are also included under 
the first heading. Under the second heading are included strategies 
which help the examinee to recognize and act upon biases of the test 
constructor or test purpose. Cue-using strategies such as recognizing 
and using idiosyncrasies of the test constructor which distinguish the 
correct answer from the incorrect options (length, degree of 
qualification, physical positioning, or logical positioning, for 
example), considering the relevancy of specific detail when answering an 
item, recognizing and making use of specific determiners, absurd 
options, or resemblances between the options and an aspect of the stem, 
and considering the subject matter and difficulty of neighboring items 
when interpreting and answering a given item are also included under the 
second heading. Guines (Downey, 1977) has added that teacher 
preparation in the teaching of test-taking skills, fostering a "beat-the 
test" attitude in students, and suspension of regular classes shortly 
before a major standardized test to permit instruction in test-taking 
skills are also important considerations in a test-wiseness program.
The Florida State Department of Education (n.d.) has added pre-test 
preparation hints and positive thinking strategies to the test-taking 
skills list.
The treatment used in this study was validated by officials 
working with testing at the Louisiana State Department of Education, and 
was based upon the work of Millman, Bishop, and Ebel (1965), Guines, 
Downey (1977), Fueyo (1977), and the Florida State Department of 
Education (n.d.). The study made use of commercial test-taking skills
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materials that are readily available to most classroom teachers.
The socioeconomic and ethnic status variables were included in 
the study because of discrepancies in the related literature. While 
some studies indicate that minorities or low socioeconomic students 
profit more from instruction in test-taking skills than do other 
students (Tinney, 1968; Ziegler, 1971; Slaughter, 1976; Levine, 1979; 
Pollack, 1980; Powers, Sabers, 1981), some studies indicate that the 
results of teaching test-taking skills do not warrant large-scale 
programs in test-wiseness for such students (Roberts, Oppenheim, 1966; 
Solomon, 1971; McPhail, 1978).
The sex variable was included in the study because of some 
sex-difference discrepancies in the related literature. While most 
studies do not report significant sex differences, at least one study 
(Ferrell, 1972) indicates that males are higher in test-wiseness than 
are females. The sex variable was also considered because of the work 
by Sylwester(1981), who indicated that different patterns of brain 
growth or development occur in males and females, particularly between 
the ages of 10 and 12 and the ages of 14 and 16; and Wittrock (1981:12), 
who indicated that "individuals differ in their uses of the attentional 
and organizational cognitive processes of the brain."
While it has been indicated that low achieving students might 
benefit more from special test preparation programs than average or high 
achieving students (Petty, Harrell, 1977), some studies indicate that 
such is not the case (Montferrante, 1979); therefore, the achievement 
variable was included in the study for further investigation.
Examination of the interaction that may be present between treatment and 
the variables of sexj ethnic status, socioeconomic status, and
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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achievement level may indicate that specific groups of students profit 
from instruction in test-taking skills while others do not.
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Chapter 2
REVIEW OF RELATED LITERATURE
A review of the literature related to the test-wise phenomenon 
reveals that the vast majority of journal articles, books, learning 
activity pamphlets, reports, and transcripts of various broadcasts, 
lectures, and conferences may be classified into one of four major 
categories: (1) literature devoted to the definition and measurement of
test-wiseness and the discussion of possible correlates of test- 
wiseness; (2)subjective literature whose authors either laud, decry, or 
question the apparent obsession with standardized testing and 
subsequently make recommendations related to the construction and use of 
standardized tests; (3) research of varying degrees of sophistication 
which supports the concept of teaching test-taking skills in an effort 
to promote test-wiseness, and (4) research which reports no significant 
effects due to the teaching of test-taking skills in a effort to promote 
test-wiseness and improve test scores.
Definitions and Correlates of Test-Wiseness
A number of definitions of test-wiseness have been set forth 
in the literature.
Oakland and Weilert (1971:3) define test-wiseness as "the 
ability to manifest test-taking skills which utilize the characteristics 
and formats of a test and/or test-taking situation in order to receive a 
score commensurate with the ablities being measured."
13
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Hess and Neville (1977:170) define test-wiseness as "a stable 
skill, acquired by test-taking experiences, by which an individual can 
make test responses conform to a desired response pattern." The authors 
elaborate upon test-wiseness as it relates to personality testing and 
explain that test-wiseness is comprised of two elements: (l)a skill
which is developed as a function of one's test experience, and (2) an 
individual difference or trait component.
Engelhardt (1979:6) defines test-wiseness as "the ability to 
reliably demonstrate the full extent of one's pertinent skills and 
knowledges sic through the medium of a valid test, including the 
deraonstation of mastered and partially developed skills." Noting that 
many test publishers, as well as teachers, still commit blatant errors 
of test construction such as matched graphemes in the stem and correct 
answer, inconsistent length of options, and ungrammatical alternatives, 
Engelhardt indicates that test-wiseness training may be more effective 
than intense content coaching or cramming in raising test scores. Test- 
wiseness training, according to Engelhardt, should include 
familiarization with test directions and item formats, as well as 
psychomotor practice like that designed by the Maryland State Department 
of Education (1975). Noting that some mathematics competency tests 
which require students to rewrite the problems may measure small muscle 
coordination along with mathematics competencies, Engelhardt recommends 
that teachers carefully evaluate item format before administering a 
test.
Millman, Bishop, and Ebel (1965:707) define test-wiseness as 
"a subject's'capacity to utilize the characteristics and formats of the 
test and/or the test-taking situation to receive a high score." The
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
15
authors explain that a test-wise examinee should be able to select an 
option which resembles an aspect of the stem; to eliminate incorrect 
options and choose from the remaining alternatives; to eliminate options 
that imply correctness of each other; and to eliminate options which 
include specific determiners.
Early interest in the test-wiseness phenomenon is evidenced by 
the work of Millman, Bishop, and Ebel, whose analysis of testwiseness 
has served as a theoretical framework for a number of empirical 
investigations. The authors restrict their analysis to those factors 
involved with actual test-taking, thus excluding general mental-attitude 
factors such as anxiety and confidence; examinees' motivational states; 
and various forms of preparation for tests. The authors' outline of 
test-wiseness consists of two major divisions: (1) elements which are
independent of test constructor or test purpose and (2) elements which 
are dependent upon test constructor or test purpose.
Under the first heading are included time-using and error- 
avoidance strategies which help an examinee avoid losing points for 
reasons other than his lack of knowledge of specific subject matter or 
test content. Also included under the first heading are guessing and 
deductive reasoning strategies which allow an examinee to gain points 
beyond those he would receive based upon his knowledge of specific 
subject matter. The authors indicate that guessing implies responding 
on a completely chance basis, while deductive reasoning implies 
obtaining correct answers indirectly or with only partial knowledge.
The authors point out that the correct answers would not be known if no 
choices were given or no other questions were asked.
The second division, comprised of elements which are dependent
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upon test constructor or test purpose, includes consideration of intent 
and cue-using strategies. Both are dependent upon one’s knowledge of 
the test constructor's views or test purpose, which results from 
previous contact with or feedback from similar tests.
Millman, Bishop, and Ebel (1965:712) indicate that 
consideration of intent involves interpreting and answering questions in 
view of previous idiosyncratic emphases of the test constructor, or in 
view of the test purpose, answering items as the test .constructor 
intended, adopting the appropriate level of sophistication and % 
considering the relevance of specific detail. According to these 
authors, a test-wise examinee who recognizes and acts upon biases of the 
test constructor or test purpose may avoid loss of points due to 
misinterpretation. Cue-using strategies include recognizing and making 
use of any consistent idiosyncrasies of the test constructor which 
distinguish the correct answer from the incorrect option (for example, 
length, degree of qualification, physical positioning, or logical 
positioning); considering the relevancy of specific detail when 
answering a given item; recognizing and making use of specific 
determiners; recognizing and making use of resemblances between the 
options and an aspect of the stem; and considering the subject matter 
and difficulty of neighboring items when interpreting and answering a 
given item (1965:712-713). Millman, Bishop, and Ebel (1965:721) 
conclude that if test-wiseness does make a significant difference in 
objective achievement and aptitude tests, then "it would be desirable to 
seek ways to reduce differences in testwiseness among examinees in order 
to provide more valid estimates of their actual abilities and 
achievement levels."
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A comprehensive review of literature related to test-wiseness 
in the cognitive test domain has been done by Sarnacki (1979). In his 
discussion of definitions of test-wiseness, Sarnacki points out that 
risk-taking and response set, incorrectly equated with test-wiseness, 
are not synonymous with test-wiseness, but rather are component 
abilities of the concept. Relying heavily upon Millman, Bishop, and 
Ebel (1965), Sarnacki describes the taxonomy of test-wiseness principles 
and notes that additional elements such as answer sheet marking, 
perceptual positioning concepts, and analogy techniques are valid 
considerations when a test-wiseness instructional unit is being 
constructed. The author also suggests that other peripheral elements 
such as amount and effectiveness of test-taking experience; use of 
alternate testing procedures; and ability to cope with vocabulary and 
sentence structure utilized in test items may represent additional 
components of test-wiseness. Sarnacki also indicates that increased 
test-wiseness may reduce test anxiety, thereby giving the test-wiseness 
concept an affective dimension. Although Sarnacki (1979:65) notes that 
teacher-made tests "may be heavily contaminated with poorly constructed 
items" because most teachers are relatively naive about test-wiseness 
principles; lack the need, desire, or knowledge to examine reliability, 
validity, and discrimination power or difficulty level of items; and are 
working within constraints of time and specific situations," he is 
quick to point out that a number of standardized tests have been found 
to contain systematic biases as revealed in the work of Metfessel and 
Sax (1958).
Three theoretical approaches to test-wiseness are discussed by 
Sarnacki (1979). The first approach is concerned with test-wiseness as
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a source of systematic, invalid variance that is unrelated to the 
criterion being measured. The proponents of this approach, according to 
Sarnacki, are concerned about test-wiseness as a depressor of validity 
and reliability and an inflator of test scores. The second approach 
described by Sarnacki is concerned with test-wiseness as a problematic 
effect related to individual test-takers1 abilities, states, or traits, 
as opposed to test-wiseness as explained by characteristics of tests.
He indicates that the key to this approach is test-wiseness training in 
an effort to provide a fairly equal level of the test-wiseness trait 
among all test-takers. The third theoretical approach examines test- 
wiseness as it encompasses both the method of measurement and test-taker 
characteristics. Sarnacki recommends utilization of a multitrait- 
multimethod procedure to further investigate the delimitation of 
variance as it relates to test-wiseness. He concludes that an even 
broader theoretical model, one which includes affective components, 
might be desirable and expresses surprise that more research has not 
been done on the characteristics of the test-examiner. In suggesting 
some remedies for the test-wiseness problem, Sarnacki recommends the 
instruction of test-makers in general principles of test construction 
and the specifics of test-wiseness, the identification and subsequent 
training of persons low in test-wiseness, and implementation of a 
complete teaching program designed to be integrated into the regular 
classroom curriculum such as the multifaceted, multmedia program 
developed by Ford (1973). Sarnacki (1979:276) concludes that test- 
wiseness training such as that described above may help "to negate the 
handicap of low test-wise individuals."
In their discussion of some apparent weaknesses of the
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passage-plus-questions design of reading comprehension tests, Fowler and 
Kroll (1978) refer to test-wiseness as a nebulous phenomenon which 
includes mental and emotional factors. They indicate that a test-wise 
student is proficient in responding to specific features of test 
questions and that passage comprehension, which a test may purport to 
measure, may be totally unrelated to test performance.
In a related study, Chang (1978) concludes that test-wiseness 
and and passage-dependency seem inseparable. He also indicates that the 
test-wiseness of students is related to their reading comprehension test 
performance.
Ebel and Damrin (1960), treating test-wiseness as a cognitive 
skill that can be developed through experience, indicate that test- 
wiseness is one of four elements examinees may use to respond to items 
on an objective-type test. The four elements are test-wiseness, 
knowledge of content, response sets, and chance guessing.
Ferrell (1977) indicates that some students may receive higher 
test scores than other students because they possess test-taking 
ability, an ability which is unrelated to what an instructor wants to 
measure. Test-wise students, according to Ferrell (1977:2), have "the 
ability to correctly answer test questions on some basis other than 
knowledge the questions were designed to measure." Ferrell indicates 
that teachers, especially those on the college level, are vulnerable to 
test-wiseness effects, for too few have had the desired training in 
item-writing. He suggests that since it is unlikely that all teachers 
will learn and apply item-writing principles,•test-taking instruction 
should be be given to all students in the hope of minimizing the 
advantage of test-wise students. Ferrell has developed a forty-six-item
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test of test-wiseness that can be used either as a teaching aid in the 
teaching of test-taking skills or as a research instrument to measure 
test-wiseness. With tests, of test-wiseness, such as the one developed 
by Ferrell, others have been able to' investigate selected aspects of 
test-wiseness.
Crehan and his associates (1978) have reported the results of 
a longitudinal study conducted to_determine the relationship between 
test-wiseness and grade level; the relationship between test-wiseness 
and sex; and the stability of test-wisenes5. The study involved 288 
students whose scores on a measure containing sixteen test-wise items 
imbedded in twenty-eight legitimate items were analyzed. The fashion in 
which these items were written varied in order to be satisfactory for 
different grade levels. Crehan and his associates indicate that the 
study reflects the relative stability of test-wiseness, although test- 
wiseness did appear to increase over the grades. There was no evidence 
of sex differences or sex-by-grade interaction. Given the results of 
the study and the unlikelihood of total elimination of test-wise cues 
from objective tests, Crehan and his associates recommend that test- 
wiseness be controlled so that examinees low in test-wiseness would not 
be penalized on objective tests across subject areas and across time.
It is suggested that one method of doing this would be to teach test- 
taking strategies to all students, especially to students identified as 
deficient in test-wiseness.
Diamond and Evans (1972:3) have reported the results of a 
study involving sixth-graders which was designed to investigate 
cognitive correlates of test-wiseness and to provide information that 
might prove helpful in determining whether testwiseness is a "general
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mental trait or is scale specific.11 After designing and administering a 
test-wiseness scale, Diamond and Evans collected Lorge-Thorndike 
Intelligence Tests scores, achievement scores, and selected demographic 
information on the sixth-grade students in the study. Diamond and 
Evans report that correlation matrices and factor analyses show that 
while some aspects of test-wiseness may be related to general skill or 
ability, the specificity of test-wiseness as it relates to specific cues 
or clues under investigation is pervasive. The final recommendation 
Diamond and Evans make to test constructors is to develop instruments 
which are not susceptible to testwiseness or develop procedures that 
will permit examination of the effects of test-wiseness.
Subjective Literature
An examination of the related literature reveals a substantial 
number of writings which are essentially subjective analyses of the use 
of standardized tests and the importance of test-taking skills as a 
significant variable in determining test scores. These writings do not 
represent research findings; hence, no conclusions can be drawn from 
them. The writings are, however, indicative of the interest in the 
test-wiseness phenomenon.
In his discussion of standardized testing and the testing 
industry, sometimes described as the "multimillion-dollar international 
testing cartel," Downey (1977:27) has made the following statement:
Standardized tests, some would have us believe, 
are as natural as evolution. Darwinian progression, 
survival of the fittest, the law of the jungle:
Competition, they say, is just endemic to this world.
And competiton is what norm-referenced testing is all 
about: The best students from the best schools get
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the best test scores, go to the best colleges, get the 
best jobs, make the most money, and live, happiest ever 
after.
Despite criticism of standardized testing as biased, 
unreliable, and too expensive, Downey (1977:29) feels that the tests 
will remain solidly on the scene for some time to come for several 
reasons among which are "a need for some objective indication of what's 
what in the schools; longings for someone else to indicate how one 
school system stacks up against another;" the testing industry's 
exertion of "influence in favor of the status quo in testing;" and the 
news media's acceptance of "only a simple-minded indication of the 
goodness or badness of the schools." Downey has expressed his fear that 
some administrators, in attempting to improve their students' test 
performance may engage in questionable practices and permit the 
replacement of fundamental elements of the curriculum by test-taking 
skills emphases.
Jarrold Zacharias (Downey, 1977) has indicated that it is not 
possible to distinguish between legitimate test-taking preparation and
inappropriate or questionable coaching practices. He goes on to express
\
his belief that the tests currently in use are intellectually 
reprehensible and that teaching to these tests is not worth the effort 
expended; however, in the opinion of Zacharias (Downey, 1977), one who 
must be involved with the tests of today would be unwise not to engage 
in some form of special test preparation.
Test preparation may take a variety of forms, according to 
Downey (1977), who interviewed Ann Cook, affiliated with the City 
University of New York, and James Guines of the Washington, D.C. school 
district. Cook (Downey, 1977) reported that her program stresses
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recognition of four basic types of questions: main idea, detail,
vocabulary, and inference; strategies to use in answering the four types 
of questions; dissemination of pre-test information related to aspects 
of specific tests such as guessing; and fostering a beat-the-test 
attitude.
Guines (Downey, 1977) reported that his program involves 
getting students accustomed to taking tests; having counselors and 
teachers attend workshops on how to prepare students for specific 
examinations; teaching students how to pace themselves or how to strike 
an appropriate test-taking cadence; having students become familiar with 
important mechanical aspects of test-taking; instructing students on 
elimination techniques that can be used in multiple-choice items; and 
even suspending regular instruction before important standardized tests 
so that attention can be focused on test-taking skills.
Williams (1975) indicates that until the standardized testing 
industry is brought under control local systems and colleges or 
universities may find that testing service agencies are regular 
intruders who are attempting to influence the direction of public 
education through massive testing. As an interim solution to the 
testing dilemma, Williams advocates teaching students how to take tests. 
A long-range solution, according to Williams, would be the development 
of locally-useful criterion-referenced tests or the construction of 
criterion-referenced work samples. While Williams (1975:36) asserts 
that testing should be a legitimate extension of the learning 
experience, he notes that observed abuses of tests make it clear that 
many tests are totally unrelated to the educational experience of a 
child, and indeed, the value of the test is "survival in the testing
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jungle." .
Kohn (1975) indicates that the yearly volume of the testing 
industry is estimated to be one hundred fifty million dollars. He also 
indicates that there is a general reluctance on the part of those in the 
testing industry to divulge information about the number of persons 
tested or the number of tests sold. Kohn observes that the implication 
was that these numbers were too small and should be larger.
In his discussion of the advantages and disadvantages of 
objective-type examinations, Vernon (1964) notes that complex questions 
are difficult to construct and that a student's ability to answer them 
is dependent upon his reading comprehension and his sophistication in 
coping with the testing medium.
Erickson (1972) has indicated his belief that test 
sophistication is an important consideration in use of standardized 
tests. He suggests that some students may perform badly on such tests 
because they have a marked deficiency in test-taking skills. Erickson 
suggests training students how to identify the four basic item types: 
central thought, detail, context, inference. This should be followed 
with training in techniques to use in answering each of these item 
types.
Mosher (1976) notes that test performance may require test- 
taking skills in addition to other things like motivation and broad, 
incidental knowledge. He suggests that test-wiseness may function in a 
manner that results in the measurement of correlates of the skills being 
taught rather than the measurement of the skills themselves.
Asserting that she does not want to be an accomplice in the 
testing tragedy, Wilson (1977) urges tenacity in demanding that test
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content be more consonant with curriculum content. Noting the apparent 
success of a test-taking skills seminar sponsored by the Tidewater 
Alliance of Black Educators and the Testing Bureau of Norfolk State 
College, Wilson asserts that although training in test-taking skills may 
help minorities, i.t is not the ultimate solution to their poor test 
scores.
In a related article, McPhail (1975) includes test-wiseness 
topics such as emotional, physical, and intellectual preparation for 
tests, time, usage, reading directions and questions carefully, and 
using good reasoning skills or techniques as meriting further 
consideration. Noting that a survey by the American Council on 
Education showed a drop in the number of minority freshmen who entered 
colleges and universities between 1972 and 1973, McPhail appears to 
agree with admissions and financial aid officers who are looking more to 
college admission tests than to economics as a possible reason for the 
drop. While asserting that in the Black community tests have taken on a 
sinister quality in areas such as education, employment, and promotions, 
McPhail advocates the teaching of test-taking skills as a means of 
enabling Blacks and other minorities to compete on a more equal footing 
with whites. Observing the apparently uneven distribution of test- 
wiseness among the population, McPhail cautions against the 
misinterpretation of standardized tests results which may be affected by 
test-wiseness variance in addition to student achievement and random 
error. His concern with the test-wiseness phenomenon has been such that 
McPhail has developed test-wiseness curriculum materials and the 
Psycholinguistic Cues Curriculum, which is based upon the concept of 
reading comprehension as a form of message reconstruction. This
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
2 6
curriculum package utilizes four cue systems that operate in reading, 
and McPhail believes it has been useful in preparing Blacks for 
standardized reading tests.
. Demonstrating a similar concern in his discussion of Black 
learning style, Cureton (1978:755) asserts that test-taking can be "an 
especially traumatic experience" for inner-city children. He recommends 
making students test-conscious and test-wise; pointing out some testing 
"trickery"; alerting students to specific testing techniques; and 
practice in test-taking to reduce content anxiety and timing pressures.
Seiler (1970), working with disadvantaged and minority 
individuals, has indicated that the Department of Labor's attempts to 
find employment for out-of-school and out-of-work youth and adults 
involve testing as an aid to placement. Pre-testing orientation which 
includes instruction in basic test-taking skills, as well as 
explanations of the reasons for testing, appears to be beneficial to the 
applicants (Seiler, 1970) although empirical evidence is lacking.
In a related article, Fishman (1973) notes that tests present 
three specific difficulties when used with disadvantaged, minority 
children. In addition to problems of anxiety and motivation, test- 
taking skills may affect such a child’s test score. This results in 
impaired predictive validity and test scores that have little relation 
to the criterion being tested. Fishman (1973:8) notes that "the 
performance of under-privileged minority children is often handicapped 
by what should be test-extraneous preconditions and response patterns," 
and he states (1973:7) that such children, wanting to escape an 
uncomfortable testing situation, are more prone to "guessing, skipping, 
and random response than is shown by the middle-class child who never
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doubts the importance of the test, wants, to please his teacher and 
parents, and tries his best." Fishman echoes the concerns of McPhail
(1975) and Wilson (1977) when he labels the disadvantaged, minority 
child the unwitting victim of "an autocratic and automatic" (1973:8) 
system of screening which is based upon the arbitrary use of test 
scores. *
Peters (1979) has suggested that standardized tests reflect 
the language, culture, and values of test-makers, who are usually white, 
middle-class persons. She asserts that this poses special problems for 
minorities, some of whom may be aided by special test-taking 
preparation.
Benedict (1979), summarizing events that followed a 1974 
consent decree dealing with English and Spanish students, recommends 
that test-taking skills be taught bilingually in situations where 
language is still another factor in standardized test performance.
In their discussion of special testing considerations that 
should be noted when group testing includes severely language disordered 
(SLD) children, Moody and Bozeman (1979) outline suggestions that apply 
to the test-naive student. The authors suggest that teachers provide 
students with a variety of simulated test situations; instruction in 
techniques used in responding to different item types and formats; 
practice in timed activities; and practice in giving and taking 
directions, especially oral directions. It is also suggested that 
teachers encourage students to overcome feelings of frustration when 
confronted with questions they are unable to answer and to seek 
clarification from the examiner quickly and in an acceptable fashion 
during a testing situation.
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Sabers (1975:7) indicates that there are actually two types of 
skills children must possess if they are to perform well on standardized 
achievement tests: "the cognitive ability or basic skill that the test
is designed to measure, and . . . the ability to demonstrate that 
cognitive ability or basic skill within the test situation." Sabers is 
quick to point out that he is not advocating teaching tests, but rather 
teaching how to take tests. According to Sabers (1975:17), "the basic 
recommendation for improving test performance is to make the student 
more comfortable by eliminating the unknown aspects of the testing 
situation." He, like Eritkson, points out the need to acquaint children 
with different item types and different response options.
Farrell (1977:13), calling minimum competency testing programs 
"handmaidens to the back-to-basics movement," has stated that such 
testing may accomplish nothing more than distinguishing students from 
each other on the basis of their test-taking skills.
William Raspberry (Institute for Educational Leadership, 
1977:14), an advocate of teaching of test-taking skills as a routine 
course starting in the elementary grades, has noted that "tests are 
supposed to uncover abilities, but . . .test-taking is, in itself, a 
distinct and important ability."
In a related article, Lange (1981) asserts that teachers 
should be aware of test-wiseness in their regular classrooms. He 
cautions teachers to be careful how they test students and to keep in 
mind that what is reviewed and/or tested may determine what students 
learn. He recommends post-lecture tests be given to students as 
feedback and as practice for the real tests.
Noting a diversity in test-wiseness knowledge among test-
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takers, Bergman (1980) recommends that test-takers learn test-wiseness 
and use it to their advantage. He also suggests that test-makers 
eliminate items containing testwiseness cues from their tests, so that 
students, have to answer more the basis of knowledge of content than they 
do now. The result, Bergman says, would be objective test items which 
are more valid and more reliable than some currently in use.
Suggestions similar to that of Bergman (1980) have been 
outlined by Smith and Adams (1972), Zjawin (1979),and Jones (1979).
Jones indicates that if such suggestions were followed, at least the 
cue-using strategy subcomponent of test-wiseness would not be as likely 
to contribute an added source of variance to test results as it may now 
do.
Mackie (1979), Zjawin (1979), and Weaver (1978) have 
recommended that classroom teachers take part of the regular class time 
to help students learn test-taking skills.
Mackie (1979) has indicated that one of the ways teachers can 
help students on standardized tests is to attend test-training seminars 
that are designed to improve teachers' knowledge about test-taking 
skills. She expresses concern that some inexperienced teachers may need 
to be informed as to how they can help students prepare for and take 
tests without losing sight of broad, humanistic curricular goals. She 
echoes the sentiments of Downey (1977) and Williams (1975) when she 
urges active teacher participation in policy-making that establishes to 
what extent programs are determined by the content of college entrance 
examinations or minimum competency tests.




The teacher's role of test administrator carries with it the 
responsibility of providing examinees basic test-taking information 
related to type of responses to be made, type of answer sheet to be 
used, and implication of such things as erasures, multiple marking, and 
guessing (Joint Committee of the APA, AERA, and NCME, 1974).
The guidance counselor's role in testing has been outlined by 
Kandor, Kendall, and Suggs (1977). Their model is designed to improve 
test-taking skills and motivation of students and to enhance students' 
self-knowledge and decision-making ability through improved test 
interpretation. The model is based upon the assumption that pre-test 
post-test information and counseling are conducive to the achievement of 
the goals described above. It is also based upon the assumption the 
counseling and dissemination of information are most effective when done 
in small groups. The authors recommend that the pre-test information 
session include specific test-taking orientation which includes 
discussion of the purpose, type, and format of the test; how and when 
test results will be reported; special terminology used on the test; and 
guessing. The pre-test counseling session should be designed so as to 
alleviate anxiety which, according to the authors, comes from four major 
sources: students' knowledge that certain tests are widely accepted
methods of evaluation; students' fear that the test will reinforce an 
already existent negative self-concept; students' fear that the tests 
will be used, intentionally or unintentionally, to punish them; and 
students' fear of having too short a period of time to demonstrate their 
achievement or aptitude. Kandor, Kendall, and Suggs recommend that the 
post-test sessions be devoted to a review of the purpose and limitation
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of the test; presentation and interpretation of the results; and group 
and individual counseling based upon this information. The counseling 
should be designed to help students understand what implications the 
test results have for their present and future lives; integrate the test 
results into their self-concept; and explore and evaluate possible ways 
to use the test results as part of positive growth and change. The 
goals of the Kandor-Kendall-Suggsmodel are similar to the peripheral 
elements of test-wiseness that are affective in nature, such as those 
described by Sarnacki (1979).
The ACTION ( Administrators, Community members (including 
parents), and Teachers Involved with Outside resources/consultants based 
on the Needs of instructional personnel) represents another model, one 
component of which is test-taking skills (Shields, Neal, 1978). The 
model consists of three major areas of concentration: vocabulary
development; study skills, which includes the test-taking skill 
component; and following directions.
Dunn's (1970) guidance program, the primary components of 
which are Teaching-Learning Units and Programs of Study, is designed to 
help students improve test-taking strategies and skills, as well as 
listening skills, and study management techniques. The program provides 
for the systematic reinforcement of these skills through high school.
Joseph Mihalka (1970), Chief of Testing for the Ohio Bureau of 
Employment Services, has noted that test-taking skill is a variable that 
can influence test performance. Acknowledging the existence of the 
test-wiseness problem, Mihalka directed the initiation of the Work 
Incentive Program (WIN), which was a special test-taking orientation 
program made available to welfare recipients in Ohio in 1968. The
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program consisted of a number of activities which included utilization 
of dart games to simulate test situations in which anxiety and 
competitiveness are characteristic; familiarization with the test- 
examiners who would be administering tests-later to the participants; 
practice in taking timed tests; familiarization with test facilities and 
test equipment; and test-taking practice ranging from taking short, 
simple tests to completing entire^batteries of tests. Stating that 
little success has been achieved in the design of culture-free tests, 
Mihalka suggests that training in test-taking skills may be a critical 
aspect of obtaining a valid measurement of performance. He indicates 
that teachers and counselors have an ethical obligation to provide 
students with information that may help them become test-wise.
Statewide programs to develop test-wiseness in students have 
been developed in New York and Maryland (New York State Education 
Department, 1974; Maryland State Department of Education, 1975).
The New York State Education Department's High School 
Equivalency Administrator1s Manual represents an attempt to disseminate 
test-taking skills information, especially to students who are adults 
with limited test-taking experience. The authors (New York State 
Education Department, 1974:59) acknowledge that "if a student has simply 
not acquired the necessary proficiencies for a test, there is no way of 
'beating the test'-- short of outright cheating,"; however, they do 
assert that knowledge and application of test-taking strategies can 
enhance test performance.
The sixty-six page publication of the Maryland State 
Department of Education (1975) which contains six booklets dealing with 
test-taking skills is another example of a system-wide effort to respond
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to what a Citizens Advisory Committee on Minority Relations had 
diagnosed as a need for improved student skills in test-taking. The 
publication not only contains hints on test-taking for students, but 
also practice sample items and special test information for teachers. 
Although primarily geared toward the Iowa Test of Basic Skills, general 
test-taking tips for students and teachers are included.
Special programs containing test-taking skill components have 
been designed to assist college students (Beaumont, 1978; Kussat,
Farrow, 1976), who have been advised by some authors (Hurwitz, 1978) to 
take the time to learn test-taking skills.
Beaumont (1978) has described the program at Iona College in 
New Rochelle, New York. He indicates that the program was administered 
during two-hour group sessions over a four-night period and was designed 
to make the freshmen's transition from high school to college as smooth 
as possible. One evening session was devoted to discussion of proper 
methods of study and research and included a special segment dealing 
with test-taking skills.
Another college-level program that involves development of 
test-taking skills in students is the program at Livingston College, a 
unit of Rutgers University (Kussat, Farrow, 1976). Acknowledging that 
some students who were once excluded from the college experience are now 
attending college and may lack certain basic skills necessary for 
academic success, members of the Livingston faculty designed two 
courses, Developmental Reading and Study Skills and Analytical and 
Critical Reading, in an effort to develop in these students requisite 
reading and study skills which form the basis for higher forms of 
conceptual learning and communication skills. Each course consisted of
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six modules and carried four hours academic credit. Both courses 
devoted one entire module to test-taking skills. Kussat and Farrow
(1976) report that all students in the courses improved their measured 
reading performance by the end of the semester. The authors note that 
it may be assumed that improved performance on a reading test reflects 
an improved general reading ability which should contribute to a 
student's overall success in college.
Following her survey of literature related to the concept of 
test-wiseness, Ford (1973) recommends that an effort be made to acquaint 
students with test-wiseness and to provide them with opportunities to 
develop test-taking skills through the use of videotapes, slides, and 
student handbooks. Ford also outlines sample test-wise scale items that 
permit the reader to measure his own test-wiseness.
Fueyo's (1977) review of research related to test-taking 
skills represents a composite of some carefully selected writings 
dealing with a number of different aspects of test-wiseness. Fueyo 
implies her acceptance of test-taking skills as a source of variance on 
tests and discusses briefly coaching and practice as possible strategies 
for test preparation. She recommends that persons coaching test-taking 
skills limit their assistance to deficiencies in test-taking skills and 
avoid coaching specific item content. Fueyo's (1977:183) final 
recommendation is to design "a task-specific instructional unit to train 
necessary skills for test-taking . . .  to assure that the score on the 
test is an accurate measure of the skill being assessed."
Kintisch (1979), who experimented with four techniques 
designed to improve Scholastic Aptitude Test scores of samples of 
twelfth-grade students at a Pennsylvania school, notes that his
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techniques emphasized multiple choice comprehension, efficiency, and 
anxiety reduction, aq opposed to specific content coaching. He reports 
that generally the experimental groups showed more improvement from 
eleventh to twelfth grade than did the control group; however, no 
analysis of the significance of the effect is reported.
Acknowledging that testing and test-taking are growing 
concerns in America and that test performance may be affected by 
phenomena and processes other than those tests are designed to measure, 
Gifford and Fluitt (1978) suggest that now may be the time to begin 
systematic efforts to make appropriate curricular adjustments that may 
improve studentsr knowledge of and skills in test-taking. Noting that 
potential components of a test-wiseness curriculum already exist, the 
authors (1978:55) recommend that the following topics be included in a 
test-wiseness program: Mental Set and Emotional State, The Function of
Time, Standardized Test Forms, Accuracy, Logical Reasoning, Answer Cues, 
Using Test Contexts, and Guessing.
Gifford and Fluitt (1980) have also indicated that if 
administrators want achievement tests to be a true reflection of student 
achievement and overall curricular effectiveness, they must attempt to 
eliminate test-wiseness variance in students. They report that many 
schools, recognizing the potential effect of test-wiseness, have 
recently instituted some type of test-wiseness program. One half of the 
independent schools, one third of the Catholic schools, and one fourth 
of the public secondary schools now have test-wiseness programs, and 
more than half of these have been instituted during the 1977-80 period. 
Discussing the results of a test-wiseness survey, Gifford and Fluitt 
note the prevalence of test-wiseness programs that represent long-term
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goals, as opposed to test-wiseness programs which are essentially one­
time cram experiences. According to the authors, the test-wiseness 
programs are characterized by a diversity of design, although typically 
a program is conducted during regularly scheduled class time and 
requires an average of fifteen hours of instruction per year. Some 
independent schools may have programs of instruction that go beyond the 
average fifteen hours. The authors recommend that an attempt be made to 
make all students test-wise and that test strategies related to speed, 
following directions, and thinking clearly be taught. Noting that 
"agencies external to education . . . are demanding more systematic and 
reliable verification of academic achievement," Gifford and Fluitt 
(1980b:152) indicate that institutional response to the considerable 
stress caused by this trend generally fall into one of three major 
categories: (1) the back-to-basics movement, designed to improve
student performance by means of changes of emphases in curriculum and 
instruction; the movement designed "to discount, discredit, or refute 
the methods, the instruments, the results, and/or the rationale of 
measurement and evaluation systems being used"; and a movement that is 
"oriented toward making more direct, reflexive accommodations to the 
teaching isyndrome." Their major concern is that teachers are not being 
taught how to teach test-taking skills during their pre-service training 
period. Gifford and Fluitt assert that pre-service teacher training is 
an appropriate setting for the incorporation of test-wiseness 
competencies and test-taking skills programs.
Cohen and Aphek (1978) have explored test-taking skills in the 
realm of foreign-language or second-language testing. They have 
compiled a list of test-taking hints designed to help students take
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language tests.
While their book is devoted to improving test-taking skills in 
students preparing for test, Millman and Walter (1969) remind their 
readers that mastering suject matter through study and regular review is 
the best way to prepare for an examination. They do add, however, that 
a student who wants to make certain his diligent study and test 
preparation will be reflected in his test score will benefit from the 
book.
Not all subjective literature indicates that teaching test- 
taking skills is the most effective means of coping with standardized 
tests.
A 1978 survey (Thomson, DeLeonibus, 1978) of principals of 
thirty-four schools mation-wide, whose SAT scores from selected periods 
during 1965-76 were stable or improved, has indicated the prevailing 
belief that the success with SAT is the result, not of a particular 
preparation technique such as test-wiseness training, but rather a 
committment to academic achievement, particularly in the realm of 
rigorous English and mathematics curricula; strong guidance programs; 
ability grouping; and student, parent, and teacher attitudes and 
expectations.
Similarly, the Messick-Jungeblut (1980) report indicates that 
the soundest preparation for standardized tests such as the SAT is a 
long-range program that integrates the development of thought and the 
development of knowledge.
Sutton (1976) has carefully examined the amount of grammar 
terminology used or required for certain standardized tests and has 
concluded that no special preparation with regard to grammar terminology
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is necessary.
Research Documenting the Efficacy of Test-Wiseness
The study of related literature reveals a number of research 
findings which support the concept of teaching test-taking skills.
Guessing, a part of test-wiseness, has been investigated by
Bliss (1980). In testing Lord's assumption, Bliss found that examinees
generally underestimated their partial knowledge; thus, when given
formula-scoring directions, examinees omitted items which they had a
better-than-chance probability of guessing correctly. Lord's (1975:8)
assumption, which Bliss rejects, is stated as follows:
. . . the difference between an answer sheet 
obtained under formula-scoring directions . . . 
and the same answer sheet obtained under number 
right scoring directions . . .  is only that omit­
ted responses, if any, on the formula answer sheet 
were replaced by random guesses on the latter.
The results of a study by Gross (1975) are consistent with the 
findings of Bliss (1980). Gross concludes that, because of the inter­
examinee differences in test-wiseness, guessing should not be 
discouraged on standardized tests.
In a related study, Rowley (1974) reports that multiple choice 
tests can favor certain types of test-takers while penalizing others for 
reasons that cannot be explained in terms of test-takers' knowledge of 
the content being tested. Rowley notes that high risk-taking, test-wise 
examinees score higher than other examinees whose knowledge and ability 
are the equal of theirs. The study, involving 198 ninth-grade students, 
examines achievement motivation, test-anxiety, test-wiseness, and risk- 
taking as independent variables affecting two dependent variables,
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multiple-choice test scores and free-response test scores. Rowley 
asserts that the risk-takers1 advantage can be negated by application of 
a guessing penalty or by forcing all examinees to answer all questions. 
He concludes that the.advantages of convenience characteristic of the 
multiple-choice test may be outweighed by losses in validity.
A related study (Dillard, V/arrior-Benjamin, Perrin, 1977) 
investigates the impact of test-wiseness on test anxiety, self-concept, 
and standardized test results as measured by the Test Anxiety Scale for 
Children, the Piers-Harris Children's Self-concept sic Scale, and the 
reading section of the Metropolitan Achievement Test. Sixty sixth- 
grade, lower-socioeconomic status, Black children who are described as 
"experiencing high test anxiety, deficiency in test-taking skills, and 
low self-concepts,11 comprised the sample (1977:1136). Four 
experimental groups received instruction and practice in applied test- 
taking self-concept skills and test-wiseness skills during weekly 
sessions lasting forty-five minutes over a six-month period, while the 
control group received no identifiable formalized treatment during the 
same period. Using a pre-test/post-test design, the authors report that 
an independent t-test indicated that improved test-taking skills 
contribute to reduced anxiety and improved standardized test results.
Oakland and Weilert (1971) have conducted a study which 
involved the identification of test-taking skills which appeared to be 
prerequisite for taking certain kinds of standardized tests. As a part 
of the study, the authors developed curricular materials designed to 
teach test-taking skills to preschool and primary-grade children.
Oakland (1972) reports that two thirty-minute treatments per week for a 
six-week period consisted of instruction and practice in proceeding from
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simple formats with a few items to more complex formats with many items 
and options; working with columns and rows; use of positional concepts; 
increasing options from two to five; different types of answer sheet 
markings; progressing from a few big pictures with few words on a page 
to several small iSictmes with several words on a page; consideration of 
all possible answers before' choosing a correct answer; marking one's 
place on the answer sheet; and increasing length of time children were 
encouraged to remain task-oriented. The results indicate that the 
instruction in test-taking skills may have limited value in improving 
standardized test scores. The authors report that both short-term and 
long-term mean gain scores were in the expected direction; however, only 
the short-term gains were significant.
In a similar study, Callenbach (1973) assesses the immediate 
and long-range effect of instruction and practice in test-taking skills 
on the standardized test performance of forty-eight second-grade 
students classified as test-naive. The results of the study indicate 
that the immediate effect of training in test-wiseness was significant 
at the .025 level, while the delayed effect of the training was 
significant at the .01 level. Although Callenbach acknowledges evidence 
of a strong practice effect for the control and the experimental groups, 
he reports that his study demonstrated that test-naive students can 
significantly raise standardized reading test scores through practice 
and instruction in test-taking techniques.
In a related study, Kalechstein, Kalechstein, and Docter 
(1981) report that a treatment similar to those used by Oakland (1972) 
and Callenbach (1973) resulted in significant differences between the 
experimental and control groups in their study. The authors conclude
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that their study lends strong support to the hypothesis that test- 
wiseness is a cognitive skill that can be taught in a classroom, 
specifically to Black students.
. A related study by Pike (1973) indicates that first- and 
second-grade students significantly improved test scores after having 
practiced basic test-taking skills dealing with shape and location of 
responses. In light of the study's failure to indicate significant 
improvement in third-grade children's scores, Pike suggests that these 
children may have already mastered the basic test-taking skills used in 
the treatment.
Working with sixth-grade students, Petty and Harrell (1977) 
report significant differences between an experimental group which 
received programmed instruction dealing with test motivation, test- 
anxiety, and test-wiseness and a control group which did not receive the 
treatment. Noting that the low achievers made greater gains that did 
the high achievers, the authors suggest that perhaps the high achievers 
were already working close to maximum performance or had had fewer 
feelings of failure which may have contributed to a reduced anxiety 
level.
Slakter, Koehler, and Hampton (1970) have studied the impact 
of learning test-wiseness by programmed texts upon measures of test- 
wiseness. These authors report that both programmed texts they used 
appeared to be effective in teaching aspects of test-wiseness. The 
results of their study form the basis for their recommendation that 
students low in test-wiseness be identified aiid subsequently, taught 
test-taking skills.
In a related study, Pencheff (1972) investigates the use of
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programmed and non-programmed texts to teach test-taking skills to 
selected college students. She concludes that, while average and above- 
average students did as well with programmed materials as they did with 
non-programmed materials, the low-aptitude students performed better 
with programmed materials.
Kirkland and Hollandsworth (1979) report the results of a 
study which was designed to investigate the relationship between test 
anxiety, study skills, and academic performance. Their study, which 
involved 60 under-graduate psychology and sociology students, indicates 
that academic performance is significantly related to deficits in test- 
taking skills. Based upon the results of their study, the authors 
suggest that before working with more complex and difficult skills of 
reading and writing, programs designed to improve academic performance 
might begin by focusing on test-taking skills. The authors (1980) also 
report that a test-taking skills acquisition program was superior to a 
cue-controlled relaxation and meditation treatment and a practice-only 
treatment in terms of impact on specific types of test performance, 
grade point average (GPA), knowledge of effective test-taking skills, 
and amount of attentional interference during testing. In light of 
their findings, Kirkland and Hollandsworth (1980) recommend that test 
anxiety or somatic reactivity be reconceptualized as ineffective test- 
taking skills.
The results of a study by Lee (1975), consistent with the 
findings of Kirkland and Hollandsworth (1979), indicate a significant 
relationship between measured test-wiseness aiid grade point average 
(GPA).
Ziegler (1971) reports that a program designed to improve
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test-wiseness in disadvantaged job applicants lacking sophistication in 
test-taking skills resulted in significantly improved scores on the 
Numerical Factor and Form Perception subtests of the General Aptitude 
Test Battery (GATB); however, differences on the remaining six subtests, 
although in the predicted direction, were not significant.
In a related study, Tinney (1968) notes a tendency toward 
treatment-by-socioeconomic status interaction. The author indicates 
that the study supports his hypothesis that low-socioeconomic or 
disadvantaged children would benefit more from training in test-wiseness 
than would high-socioeconomic children.
Crehan, Koehler, and Slakter (1974) have conducted a series of 
longitudinal studies to investigate test-wiseness with respect to grade 
differences, grade-by-sex interaction, and stability. Measures of four 
test-wise behaviors, stem-option, absurd-options, similar-options, and 
specific-determiners, taken in 1968 and 1970 indicate significant 
increases in test-wiseness in most grades and significant sex 
differences for grades six to eight. The authors conclude that, given 
the relative stability of test-wiseness, students low in test-wiseness 
are penalized every time they take a test containing a test-wise 
component.
While the results of the study by Barrall and Axelrod (1978) 
indicate that some test-taking techniques might inflate grades without 
increasing students' mastery of skills, a study by Green (1978) confirms 
that instead of measuring a specific content skill, such as reading 
comprehension in her particular study, a test may well measure 
particular language skills possessed by test-wise students.
Shuller's report on New York City's special Mini-Tests project
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examines test-wiseness as a source of variance on standardized 
achievement tests (Shuller, 1979). The Mini-Tests program was designed 
to introduce test-taking skills and to provide practice in using test- 
taking skills on materials which were similar to standardized reading 
achievement tests. The author indicates that students in schools where 
the Mini-Tests program was used tended to score on or above grade level 
more than did students in schools which did not use the Mini-Tests 
program.
Using reading ability as measured by the California 
Achievement Test as a covariate, Powers and Sabers (1981) report 
significant sex-by-ethnicity interactions when text-wiseness is examined 
as a dependent variable. The ethnic groups used in the study include 
American Indians, Anglo-Saxons, Blacks, and Hispanics.
Dobrovolny and McCombs (1980) report that a study undertaken, 
not to advance educational theory, but rather to provide strategies for 
the improvement of Air Force technical training, was successful. The 
treatment used in the study emphasized study skills, test-taking skills, 
positive self-talk scenarios, and concentration management. The 
determination of the success of the program was based upon instructor's 
evaluation of students in certain classes and disenrollment figures.
Concern that test scores may be used to inappropriately label 
minority children or to mistakenly assign children to special education 
classes led Slaughter (1976) to investigate test-wiseness as a source of 
variance on achievement tests. Her results indicate that differences 
between the achievement of an experimental group which received training 
in test-taking skills and the achievement of a control group which did 
not receive the treatment were significant. Slaughter concludes that
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her study indicates that the test-wiseness approach to improving test 
performance may increase the accuracy and usefulness of minority 
children's standardized test scores.
In a similar study, Pollack (1980) investigates test-wiseness 
as a factor in the readiness test performance of disadvantaged, Spanish­
speaking children. She concludes that the kindergarten children trained 
in test-taking skills performed better on both English and Spanish 
administrations of the readiness test than did the children who did not 
receive the test-taking training.
McGlothin (1974) has also investigated the impact of test- 
wiseness training on the performance of four-year-old children taking 
the Wechsler Pre-school and Primary Scale of Intelligence. Her results, 
consistent with those of Pollack (1980) and Slaughter (1976), indicate 
that students trained in test-taking skills scored significantly higher 
than did students who were not trained in test-taking skills.
Lagana (1978) and Derby (1978) report the results of studies 
which were designed to investigate the impact of teaching test-taking 
skills on the test performance of primary children. Both report that 
students trained in test-taking skills scored significantly higher that 
children who did not receive the training.
Studies investigating the effect of training high school 
students in test-wiseness have been done by McPhail (1976) and by Ford
(1976). McPhail reports that there was evidence of treatment effects, 
but the results were not statistically significant. Ford indicates 
that, while the students trained in test-taking skills scored 
significantly higher on teacher-made tests than did students in the 
control group, performance of the two groups was not statistically
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
4 6
different when measured by the Scholastic Aptitude Test. The 
implications of the results, as noted by Ford, are that either 
commercial tests are less immune to test-wiseness variance than are 
teacher-made tests, or that test-wiseness training does not generalize 
to certain external criterion measures.
A related study by Gibb (1964) indicates that test-wiseness is 
an invalid source of variance and that test-taking skills, particularly 
secondary cue response, can be taught to college students.
A study by Ferrell (1972) indicates that test-wiseness is the 
source of a significant portion of the variance on teacher-made tests.
He also indicates that there is limited support for the idea that males 
are higher in test-wiseness that females.
Research Negating the Efficacy of Test-Wiseness
The examination of related literature also reveals a number of 
research findings that negate the significant effect of teaching test- 
taking skills.
Diamond (1977) reports the results of a a study which examined 
test-wiseness in inner-city children. The study, which involved 76 
fifth- and sixth-graders whose teachers had particpated in a test-
wiseness training session, was designed to determine if inner-city
children possess testitaking skills and to determine if any of the test-
taking skills possessed by the children were related to other cognitive
abilities like those measured by standardized tests. The results 
indicate that inner-city children do possess some test-taking skills 
such as stem-option association and recognition of the longest 
alternative. The results also indicate that these skills may develop
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unevenly, not following the expected maturational trends. No 
significant relationship was found between the children's scores on 
Diamond's test-wiseness scale and their performance on the Vocabulary, 
Reading Comprehension, or Language Usage subtests of the California 
Achievement Test.
Solomon (1971) reports that answer sheet format had no 
significant effect on the performance of culturally deprived fourth- 
grade students on the reading subtest of the Metropolitan Achievement 
Test. Although Solomon reports no significant effects, it should be 
noted that all students in the study had had previous experience with 
machine-scored answer sheets.
McPhail (1978) reports the results of a study involving 54 
academically talented seniors at an inner-city school in Pennsylvania.
He indicates that the study was designed to determine the effects of his 
Test-Wiseness Curriculum and his Psycho1inguistics Cues Curriculum on 
the reading subtest scores of the California Achievement Tests. Using a 
pre-test/post-test design, McPhail reports evidence of treatment effects 
for the experimental group, but the differences were not statistically 
significant. McPhail concludes that there is some doubt as to whether 
or not short-term instruction in test-taking strategies would be 
beneficial.
Roberts and Oppenheim (1966) have examined the hypothesis that 
certain types of disadvantaged students would benefit from special 
instruction designed to teach analytical approaches to mathematics and 
verbal problems such as those found on the Scholastic Aptitude Test 
(SAT). They report that following 15 half-hour sessions devoted to 
test-wiseness training, some experimental groups had statistically
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higher gain scores than did their control groups; however, Roberts and 
Oppenheim conclude that the magnitude of the gains was generally small 
and that instruction such as theirs would not significantly benefit 
similarly disadvantaged students.
In a related study, Jarrell (1970) addresses a frequent 
criticism of group-testing programs which stems from the belief that 
disadvantaged students perform poorly on such tests because they lack 
test motivation and test-taking skills. Jarrell reports a significant 
interaction between motivational information and test-taking skills.
The author indicates that when disadvantaged students in his sample were 
provided with either motivational information or training in test-taking 
skills, their performance on three subtests of the Stanford Achievement 
Test improved; however, the differences due to treatment were not 
statistically significant.
Levine (1979) concludes that test-wiseness training is 
practical and advantageous for low-socioeconomic children, and may help 
such children score higher on standardized achievement tests.
A study by Flynn and Anderson (1977) was designed to examine 
the impact of teaching test-taking skills upon subjects’ residual gain 
in test-wiseness, performance on an intelligence test, and performance 
on an achievement test. The residual gain in test-wiseness was 
significant for both test-wise and test-naive subjects in the 
experimental group. The authors report that the test-taking instruction 
did not generalize to the intelligence test; in fact, they report that 
the sole determinant of superior performance on the Thurstone Test of 
Mental Alertness appears to have been the entering level of test- 
wiseness. The same was true of the achievement measure. Noting that
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students with high levels of test-wiseness made higher scores on the 
intelligence and achievement measures, Flynn and Anderson indicate that 
the presumption that test-wise students are. more intelligent than test- 
naive students is not founded, particularly in light of the modest 
correlation that was found between the initial level of test-wiseness 
and mental ability.
In a related study, Kreit (1967) reports no significant 
relationship between intelligence and the learning of test-taking 
skills.
While acknowledging that mental-ability or achievement tests 
may be affected by test-wiseness, Anderson (1973) reports that her study 
demonstrates that improved performance on test-wiseness measures does 
not generalize to external measures.
Cole (1979) examines the impact of hypnosis on academic 
performance and acquisition of test-taking skills. One of his studies 
involved freshmen at Texas A & M University who had enrolled in a course 
designed to improve general academic performance and study skills. 
Although he reports no significant differences among the groups in the 
study, Cole does report that all groups demonstrated significant 
improvement on the post-test. He concludes that hypnosis does not 
facilitate learning more than class curriculum alone (Cole, 1976).
In a related study, Woodley (1972) examines test-wiseness in 
an attempt to help adult students with varied backgrounds who felt that 
they understood the subject matter but could not pass examinations. For 
the purposes of her study, Woodley assumed that test-wiseness is related 
to certain personality characteristics and may be test specific insofar 
as the nature of the test, situation under which the test is being
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given, and the test administrator are concerned. She designed a module 
which consisted of instruction in time-using strategy, error avoidance 
strategy, guessing strategy, conflicting options, grammatical cues, 
intent consideration strategy, stem option, similar option, absurd 
option, and specific determiners. The results indicate that'training in 
test-taking skills had the desired effect on the test-wiseness scale; 
however, the effect did not generalize to the external criterion measure 
(Woodley, 1975).
Bajtelsmit's (1977) study is similar to that of Woodley. 
Working with adult learners in the Chartered Life Underwriter program, 
he attempted to evaluate the efficacy of a test-wiseness program and a 
desensitization program insofar as final scores and pass ratios on the 
Chartered Life Underwriter examination were concerned. The results 
indicate that students in the treatment groups scored higher on the 
Chartered Life Underwriter examination and had higher pass ratios than 
did the students in the control group; however, the differences were not 
statistically significantly different.
Montferrante (1979) reports the results of a study of test- 
wiseness in which it was determined that there were no significant 
differences between the pre-test scores and the post-test scores of 
remedial, developmental, or advanced students taking the Nelson Reading 
Test preceding and following training in test-taking skills. The 
results, contrary to the results of the study by Petty and Harrell
(1977), indicate that advanced students made the greatest gains 
following training in test-taking skills.
Engel (1979), in examining one aspect of test-wiseness in 
subjects assigned to. one of three different age groups, concludes that
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middle-aged adults do not differ significantly from other age groups in 
their cautiousness or risk-taking in a test situation.
Contrary to the findings of Kirkland and Hollandsworth (1980), 
Louks (1972) reports that a test-wiseness training treatment and a 
desensitization treatment both had significant effects on student 
performance, and Goldsmith (1980) reports no significant differences 
between students trained in test-taking skills and those trained in 
test-anxiety management.
Also contrary to the findings of Kirkland and Hollandsworth 
(1980), Pailas (1975) reports that students who are high in test-anxiety 
and and students who are low in test-wiseness represent an intersecting 
population.
The Jongsma-Warshauer (1975) research report represents a 
deliberate effort to clarify some of the issues related to test-taking 
skills. The report shows that although students who receive test-taking 
instruction do average higher scores, their gains are not statistically 
significant.
Yearby (1975), Thomas (1976), Crozier (1978), Sarnacki (1979), 
and Langer (1980) have completed studies that indicate test-taking 
skills may be taught and may result in elevated scores on selected 
measures of test-wiseness; however, all of these studies have indicated 
the failure of improved test-wiseness to generalize to external 
criterion measures.
Summary
A review of literature related to test-taking skills has 
demonstrated that the body of related literature can be divided into
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four major sections. The review of subjective literature has clearly 
demonstrated the widespread concern related to the use and abuse of 
standardized test results. It has also indicated a general agreement 
with regard to the teaching of test-taking skills as a means of coping 
with the standardized-test dilemma. The review of the literature 
indicates that many schools have implemented test-wiseness programs and 
that, typically, these programs consist of 15 hours of test-wiseness 
instruction annually (Gifford, Fluitt, 1980). Most research studies are 
based upon test-wiseness treatments which last a few weeks. Instruction 
in test-taking skills is generally given once or twice per week in most 
studies. There is evidence of some concern that test-taking skills may 
be over-emphasized to the detriment of the regular curriculum, or that 
some forms of training in test-taking skills may be ethically 
questionable. Also, it has been indicated that minority leaders 
generally view training in test-taking skills as an interim solution to 
the problem of standardized tests, not as the ultimate solution.
The various definitions of test-wiseness set forth in the 
literature have in common the implication that test-wiseness is a 
phenenomenon that contributes invalid variance to test scores and 
results from something other than knowledge of specific content areas.
The research reported in the literature includes attempts to 
measure test-wiseness, attempts to teach test-taking skills, and 
attempts to clarify the effects of test-wiseness on measures of test- 
wiseness and on selected external criterion measures. While some 
research supports the teaching of test-taking'skills, some research 
simply does not; however, studies documenting the efficacy of training 
in test-taking skills outnumber those negating the efficacy of such
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training. Most research has demonstrated that teaching test-taking 
skills can result in elevated scores on scales of test-wiseness; 
however, failure of the acquired test-wiseness to generalize to external 
criterion measures has been cited repeatedly.
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DESIGN OF THE STUDY 
• Delimitations
The sample for this study consisted of 110 tenth-grade 
students. The subjects were enrolled in average ability English classes 
in one of four selected public schools in East Baton Rouge Parish, Baton 
Rouge, Louisiana during the second semester of the 1981-82 academic 
year.
Since the study necessitated using the Louisiana State 
Assessment Test scores of the sophomore subjects tested, all students in 
the English classes who were not in the tenth-grade were excluded. All 
students who failed to submit a signed parental consent form were also 
excluded. Of the total class enrollments of 179, 62 students either 
were not in the tenth-grade or did not submit the necessary parental 
consent form. An additional seven students were lacking portions of 
test data; therefore, observations for these seven students were deleted 
from the data set.
Research Sample
Four public high schools in East Baton Rouge Parish, Baton 
Rouge, Louisiana were selected for participation in this study. The 
schools, selected with the assistance of the Director of Research and 
Program Evaluation for East Baton Rouge Parish, represented a cross- 
section of students in the parish public schools. Within each of the
54
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four selected schools, two average ability English classes were selected 
for participation in the study. To the extent possible, random block 
selection was used. Random assignment of individual students to 
experimental or control groups was not possible; however, random 
assignment by class blocks within each school was achieved. The two 
classes selected from each school were randomly assigned to experimental 
or control groups by class block.^ The data in Table 1 indicate the 
racial characteristics of each participating school. Because of recent 
court-mandated changes in attendance zones, school officials noted that 
any generalizations about the socioeconomic status of the majority of
Table 1






School A 270 42 369 58
School B 984 98 22 2
School C 45 4 1077 96
School D 393 32 842 68
students at each school would be inaccurate.
School A, a high school with mixed suburban and rural 
characteristics, had an enrollment of 639 students. The racial 
composition of School A was 42 percent Black and 58 percent white.
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School B, an inner-city high school, had an enrollment of 1006 
students. The racial composition of School B was 98 percent Black and 2 
percent white.'
. School C, a suburban high school with some rural 
characteristics, had an enrollment of 1122 students. The racial 
composition of School C was 4 percent Black and 96 percent white.
School D, an interface of suburban and urban characteristics, 
had an enrollment of 1235 students. The racial composition of School D
was 32 percent Black and 68 percent white.
As the data in Table 2 indicate, the sample for this study 
consisted of 66 experimental subjects, of which 17 were from School A,
11 were from School B, 23 were from School C, and 15 were from School D; 
and 51 control subjects, of which 18 were from School A; seven were from
School B; 10 were from School D; and nine were from School D. All
subjects were in regularly scheduled, average-ability English classes. 
The difficulties associated with travel to the four schools made it 
necessary to administer the treatment to students at School A and School 
C two weeks prior to the administration of the Louisiana State 
Assessment Test, and to administer the treatment to students at School B 
and School D one week prior to the administration of the Louisiana State 
Assessment Test.
Research Design
This study employed a posttest-only design involving 110 
students in average-ability, tenth-grade English classes. The study 
began two weeks prior to the system-wide administration of the Louisiana 
State Assessment Test and ended the day before commencement of the test
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Table 2
An Analysis of the Sample by Group and by School
Group
School
Category A B C D
Experimental 17 11 23 15
Control 18 7 10 9
Total 35 18 33 24
administration.
Parental consent forms were given to the students two weeks 
prior to the treatment. Student data forms were completed by 
participating students the last day of the treatment periods.
Following treatment, the Louisiana State Assessment Test was 
administered to the subjects during a five-day testing period between 
March 29 and April 2. Scores were made available for analysis in mid- 
August. The reading, writing, mathematics, and composite scores on the 
Louisiana State Assessment Test were analyzed through the use of 
analysis of variance within a general linear regression model since 
cells were unequal. The F ratios were tested for significance at the 
.05 level. When the F ratios were significant, a t-test was applied at 
the .02 level to determine the significant differences. The .02 level 
was used because a conservative indication of the significance of the 
results was desired in light of the unequal cell sizes and small sample
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size. Only probabilities associated with pre-planned comparisons were 
used to ensure the overall protection level. Comparisons were made 
between the experimental and control groups using the Louisiana State 
Assessment Test reading, writing, mathematics, and composite scores.
When interaction between treatment and sex, socioeconomic status, 
ethnicity, or achievement level was examined, the nested effects were 
considered; thus, two comparisons were made in analysis of the 
treatment-by-sex interaction; three comparisons were made in the 
analysis of the treatment-by-socioeconomic status interaction; two 
comparisons were made in the analysis of the treatment-by-ethnicity 
interaction; and three comparisons were made in the analysis of the 
treatment-by-achievement level interaction. This made it possible to 
investigate the possibility of a specific subgroup's benefiting from the 
treatment when the main group may or may not have benefited.
Description of Instruments
Two instruments were used to assess socioeconomic status in 
this study. The Duncan Scale was used in the analysis of the 
interaction between the treatment and socioeconomic status of the 
students. Since the scale is highly refined and requires careful 
application, a second scale, the U.S. Census Socioeconomic Status 
Scores, was used to check the results of the analysis performed using 
the Duncan Scale.
The Duncan Scale, which takes income, education, and 
occupational prestige into account, is the most widely used of five well 
known sociometric scales (Miller, 1977). Use of the scale in this study 
required a description of the occupations of the students' parents
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
5 9
(heads-of-household). This description was translated into the 
appropriate occupational code as listed by Duncan. Once this was done, 
the occupational title code was converted to a numeric score, referred 
to as the Duncan SEI score. These scores were then used to group the 
students in three socioeconomic groups for statistical analysis. For 
purposes of this study, the Duncan scale was divided into natural 
thirds, indicating low, middle, and upper socioeconomic classes.
The U.S. Census Socioeconomic Status Scores represent a 
sociometric scale for all occupations listed in the Census. The Census 
socioeconomic-status scores are based upon average levels of education 
and income for U.S. males. As indicated, the U.S. Census Socioeconomic 
Status Scores were used as a check on the coding accuracy of the Duncan 
SEI scores.
The instrument used to measure student achievement in this 
study was the Louisiana State Assessment Test. The Louisiana State 
Assessment Test is a criterion-referenced test administered to public 
school students in specific grade levels to measure mastery of state- 
defined minimum competencies in the areas of reading, writing, and 
mathematics. The test for tenth-grade students consists of 64 items 
which test reading skills; 64 items which test writing skills; and 80 
items which test mathematics skills. Scores are reported for each 
domain specification, as well as for each skill area. Although 
percentage scores are reported, raw scores were computed and used in 
this study. The test is administered state-wide during the second 
semester of each academic year. The test usually requires a three-day 
testing period during the specific, state-mandated test week.
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Procedure
The purposes of this study were: (1) to investigate the impact 
of teaching test-taking skills on the performance of sleeted students 
taking the Louisiana State Assessment Test during the 1981-82 academic 
year, and (2) to determine whether there existed any sex-by-treatment, 
socioeconomic status-by-treatment, ethnicity-by-treatment, or 
achievement level-by-treatment interaction.
The procedure used to conduct this study consisted of the 
following steps:
1. Once the LSU Committee on the Use of Humans and Animals 
as Research Subjects had granted permission to do the 
study, the Director of Research and Program Evaluation 
for East Baton Rouge Parish was contacted to get 
permission to do the study in the East Baton Rouge Parish 
school system. Guidelines and specific obligations 
relating to research in East Baton Rouge Parish were 
discussed, and subsequently, acknowledged in writing 
(Appendix A and Appendix B).
2. The treatment module (Appendix C) developed for use in 
this study was validated by testing officials from the 
Louisiana State Department of Education during February, 
1982. A pilot study using the treatment module was done 
in an East Baton Rouge Parish senior high school in 
February, 1982, immediately following the validation of 
the module. The module used in this study was designed 
to be taught in five 50- minute classes. It was designed 
to teach students test-taking skills related to
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acquisition of a test cadence, guessing and deductive 
reasoning strategies, answer sheet markings, coordination 
of test booklets and answer sheets, positive test-taking 
attitudes, and relaxation techniques to be used in a 
test-taking situation. The module purposely did not 
stress skills in recognizing fallacies in test 
construction. Materials used for instruction and 
practice were available commercially at a reasonable 
cost.
3. Vith the assistance of the East Baton Rouge Parish 
Director of Research and Program Evaluation, four high 
schools were selected to participate in the study. The 
schools were selected so as to represent a cross-section 
of the East Baton Rouge Parish public school students. 
Since the schools were markedly different, assignment to 
experimental or control group was made within schools, 
rather than across schools; thus, a school block effect 
was present. Each school was represented by two average- 
ability, tenth-grade English classes. All principals and 
teachers contacted consented to participate in the study; 
only students whose parents submitted the proper consent 
form were included in the analysis of the study.
4. Parental consent forms were given to the particpating 
teachers for distribution to the selected students two 
weeks prior to the beginning of treatment. Teachers were 
provided a script, which they read to the students; thus, 
all students were given the same information concerning
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5. Within the two-week period preceding the parish-wide 
administration of the Louisiana State Assessment Test, 
the treatment, which consisted of an instructional unit 
in test-taking skills, was administered to participating 
students at School A, School B, and School C for 50 
minutes per day over a five-day period; the treatment was 
administered to participating students at School D for 50 
minutes per day over a four-day period because of a test- 
schedule conflict. The schedule problem was known before 
treatment began, thus, the instructional unit was 
adjusted so that all elements of instruction were 
included; however, less practice time was available for 
students at School D. A procedural checklist was used to 
assure similarity of treatment for each of the groups.
6. The last day of treatment for each group, students 
completed a student data form which provided pertinent 
information to be used in the study.
7. Participating students took the Louisiana State 
Assessment Test, which was administered between March 29 
and April 2, 1982. All students in the study took the 
test under existing conditions.
8. During August, 1982, the Louisiana State Assessment Test 
scores were made available for analysis by the East Baton 
Rouge Parish Director of Research. The data obtained 
were entered in a data set for computer analysis. This 
analysis was performed through the use of analysis of
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variance procedures within a general linear regression 
model since cell sizes were unequal, and t-tests which 
were necessary subsequent Analysis of variance uses Type 
I sums of squares, which assumes equality of cell sizes; 
the general linear regression model of analysis of 
variance uses Type IV sums of squares which compensates 
for unequal cell sizes. When the analysis of variance 
procedures indicated significant differences between the 
experimental groups and the control groups, a t-test was 
applied to determine the location of the differences. 
Hypotheses were tested for significance at the .05 level 
in the analysis of variance procedures; hypotheses were 
tested at the .02 level in the t-test procedures. As 
indicated earlier, a conservative indication of the 
significance of differences between the experimental and 
control groups was desired when the t-test was used. The 
overall protection level was ensured because only 
preplanned comparisons were made, thus avoiding 
compounding the error term generated in successive t- 
tests.
Statistical Procedures
Hypothesis 1 was tested through utilization of the reading , 
writing, mathematics, and composite scores on the Louisiana State 
Assessment Test. A separate analysis of variance was performed within a 
general linear regression model on each set of scores. The F ratio was 
tested for significance at the .05 level. The F ratios found to be
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significant at the .05 level were interpreted as indicative of 
significant differences between the experimental group of students who 
received instruction in test-taking skills and the control group of 
students who did not receive instruction in test-taking skills. To 
determine the specific differences indicated by the analysis of variance 
procedure, a t-test procedure was used. The t-test was performed to 
determine significant differences at the .02 level. While the composite 
score provided the advantage of having a measure of general achievement, 
it could have masked the impact of the test-taking skills instruction; 
therefore, analyses were done for each of the achievement areas, as well 
as for the composite data.
The testing of Hypotheses 2 - 5  involved the use of the 
reading, writing, mathematics, and composite scores on the Louisiana 
State Assessment Test and the sex, socioeconomic, and ethnic data on the 
student data forms. Achievement level data, which are sample dependent, 
were derived from a frequency distribution of the composite scores on 
the Louisiana State Assessment Test. As in the testing of Hypothesis 1, 
Hypotheses 2 - 5  were tested by utilization of four analysis of variance 
procedures within a general linear regression model, which permitted 
comparisons of general achievement, as well as comparison of the three 
specific achievement areas. The F ratios were tested for significance 
at the .05 level. These procedures were utilized to determine the 
effect of sex-by-treatment, socioeconomic status-by-treatment, ethnic 
group-by-treatment, and achievement level-by-treatment interactions upon 
student performance on the Louisiana State Assessment Test. When F 
ratios were significant at the .05 level, a t-test was used to determine 
significant differences at the .02 level.
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PRESENTATION AND ANALYSIS OF DATA
The data analyzed in this study were obtained from a 
comparison of the Louisiana State Assesment Test scores of selected 
secondary students who received instruction in test-taking skills and 
the Louisiana State Assessment Test scores of selected students who did 
not receive instruction in test-taking skills. The results obtained 
from testing the hypotheses set forth in this study were as follows:
The first hypothesis, stated as follows, was accepted:
1. There is no significant difference 
between the performance of students 
who received instruction in test-taking 
skills and the performance of students 
who did not receive instruction in 
test-taking skills as measured by scores 
on the Louisiana State Assessment Test.
In the testing of Hypothesis 1, the analysis of variance 
option used within the general linear regression model yielded F values 
as follows: reading, 1.07; writing, 0.54; mathematics, 0.79; composite,
1.29. As the data in Table 3 indicate, the probabilities associated 
with these ratios were not significant at the .05 level. The 
probability of a significant main effect on general achievement as 
measured by the composite score was 0.2390, while the probability of a 
significant main effect on writing ability as measured by the writing 
scores was 0.5192. Although the treatment did not have statistically 
significant effects on reading and mathematics scores, these two areas 
showed a stronger tendency toward significance than did the writing and
65
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composite scores. The probability of a significant effect due to 
treatment on the reading test scores of the subjects was 0.2063, while 
the probability of a significant effect due to treatment on the 
mathematics test scores of the subjects was 0.1484. Given these 
probabilities, Hypothesis 1 was accepted; no significant differences due 
to treatment were found. An examination of the least squares means for 
the composite, reading, writing, and mathematics scores indicated that 
the experimental subjects scored higher in all these areas than did the 
control subjects; however, as indicated, the differences were not 
statistically significant.
A significant school block-effect was anticipated. The data 
in Table 4 document the presence of such an effect in the area of 
reading. An F ratio of 3.44 was indicated. The probability of 
differences in reading scores due to factors other than the school block 
effect was 0.0200. Analysis of the least squares means, presented in 
Table 5, indicated that writing was the only area in which no 
significant school block effect was noted. In the area of reading, 
School A and School D were significantly different, as were School D and 
School C. In the area of mathematics, School A was significantly 
different from School B, and School B was significantly different from 
School C and School D. The composite score analysis indicated that 
School A was significantly different School B, and School B was 
significantly different from School C and School D. This evidence of 
the marked differences between the schools indicates that the assignment 
to experimental or control groups within schools rather than across the 
schools was justified. An examination of the least squares means by 
group, as opposed to. group within school, revealed that the experimental

























Reading Group 1 44.3348 44.3348 1.62 0.2063
Error 90 2462.3415 27.3593
Urltlng Group 1 9.6606 9.6606 0.42 0.5192
Error 90 2076.6899 23.0743
Mathematics Group 1 93.4413 93.4413 2.12 0.1484
Error 90 3958.3527 43.9816
Composite Group 1 174.6836 174.6836 1.40 0.2390
Error 90 11191.2113 124.3467

























Reading School 3 262.3211 94.1070 3.44 0.0200m
Error 90 2462.3415 27.3593
Writing School 3 112.6968 37.5656 1.63 0.1869
Error 90 2076.6899 23.0743
Mathematics School 3 728.5363 242.6454 5.52 0.0017m
Error 90 3958.3527 43.9816
Composite School 3 1564.2127 521.4042 4.19 0.0081m
Error 90 11191.2113 124.3467
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group scored higher than the control group in all areas except writing; 
however, the differences were not significant.
The second null hypothesis, which assumed that there would be 
no significant differences between the experimental and control groups 
due to sex-by-treatment interaction, was accepted. The hypothesis was 
stated as follows:
2. There is no significant difference 
between the performance of the experi­
mental group of students who received 
instruction in test-taking skills and 
the performance of the control group of 
students who" did not receive instruction 
in test-taking skills as measured by 
scores on the Louisiana State Assessment 
Test for the sex variable.
As the data in Table 6 indicate, the analysis of variance in 
the general linear regression model used to test Hypothesis 2 yielded 
the following F values: composite, 0.02, reading, 0.16, writing, 2.60, 
and mathematics, 2.99. The probability of a significant difference due 
to an interaction between treatment and sex was 0.8833 for general 
achievement as measured by the composite score, 0.6923 for reading 
skills as measured by the reading scores, 0.1100 for writing skills as 
measured by the writing scores, and 0.0871 for quantitative skills as 
measured by the mathematics scores. In light of these values,
Hypothesis 2 was accepted. No significant differences due to sex-by- 
treatment interaction were found, although writing and quantitative 
skills tended to be more affected by the interaction than were reading 
skills and general achievement.
Examination of the least squares means for the composite 
scores indicated that both the male and the female experimental subjects
























Reeding Group-by-Sex 1 4.3135 4.3135 0.16 0.6923
Error 90 2462.3415 27.3593
Writing Group-by-Sex 1 60.1037 60.1037 2.60 0.1100
Error 90 2076.6899 23.0743
Mathenatlcs Group-by-Sex 1 131.5955 131.5955 2.99 0.0871
Error 90 3958.3527 43.9816
Composite Group-by-Sex 1 2.6960 2.6960 0.02 0.8833
Error 90 11191.2113 124.3467
•■Significant at the .05 level
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scored higher than their control counterparts. The same was true when 
the least squares means for reading were checked. Some inconsistencies 
were noted in the least squares means for writing and mathematics.
While the experimental males scored higher than the control males on the 
writing test, the reverse was true for the females. The experimental 
females scored significantly higher than the control females on the 
mathematics test while control males scored slightly higher than the 
experimental males on the mathematics test. This was interesting in 
light of brain research (Slywester, 1981) and indicated that perhaps the 
males and females were experiencing different patterns in brain growth, 
and therefore, responded differently to the treatment.
The third null hypothesis, which assumed that there would be 
no significant differences between the experimental and control groups 
due to an interaction between the treatment and socioeconomic status of 
the students, was accepted. The hypothesis was stated as follows:
3. There is no significant difference
between the performance of the experi­
mental group of students who received 
instruction in test-taking skills and 
the performance of the control group of 
students who did not receive instruction 
in test-taking skills as measured by 
scores on the Louisiana State Assessment 
Test for the socioeconomic status variable.
The analysis of variance option used with a general linear 
regression model was employed to test Hypothesis 3. No significant 
difference between the experimental group and control group was found 
for the three socioeconomic status groups. A& the data in Table 7 
indicate, the F values generated in the analysis were 0.61 for the 
composite score, 0.75 for the reading score, 1.01 for the writing score,
























Reading Group-by-Sex 1 4.3135 4.3135 0.16 0.6923
Error 90 2462.3415 27.3593
Writing Group-by-Sex 1 60.1037 60.1037 2.60 0.1100
Error 90 2076.6899 23.0743
Mathematics Group-by-Sex 1 131.5955 131.5955 2.99 0.0871
Error 90 3958.3527 43.9816
Composite Group-by-Sex 1 2.6960 2.6960 0.02 0.8833
Error 90 11191.2113 124.3467
wSignifleant at the .05 level
u>
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and 1.09 for the mathematics score. The probability of a significant 
interaction between the treatment and and socioeconomic status was
0.5465 for general achievement as measured by the composite scores,
0.4740 for reading skills as measured by the reading test score, 0.3672 
for qualitative writing skills as measured by the writing test scores, 
and 0.3393 for quantitative skills as measured by the mathematics 
scores. In light of these probabilities Hypothesis 3 was accepted. 
Examination of the least squares means indicated that experimental 
subjects in all three socioeconomic groups scored higher than their 
control counterparts on general achievement, as measured by the 
composite score. The experimental subjects categorized in the middle or 
low socioeconomic group scored higher than their control counterparts on 
the reading, while on the writing test the only experimental group that 
scored higher than its control was the low socioeconomic group. On the 
mathematics test, both the high and low socioeconomic experimental 
subjects scored higher than their counterparts in the control groups.
As indicated, none of these differences was statistically significant.
The fourth hypothesis tested in this study was accepted. The 
hypothesis, stated as follows, assumed that there would be no 
significant differences between the experimental and control groups due 
to an interaction between the treatment and the students1 ethnicity:
4. There is no significant difference
between the performance of the experi­
mental group of students who received 
instruction in test-taking skills and 
the performance of the control group 
of students who did not receive 
instruction in test-taking skills as 
measured by scores on the Louisiana 
State Assessment Test for the ethnicity 
variable.
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As the data in Table 8 demonstrate, the F values generated in 
the analysis of variance procedure used to test Hypothesis 4 were 2.43 
for the composite scores, 6.82 for the reading scores, 0.62 for the 
writing scores, and 1.28 for the mathematics scores. The probability 
that a significant difference between the treatment and control groups 
due to an interaction between treatment and ethnicity was 0.1226 for 
general achievement as measured by the composite scores, 0.0105 for 
reading skills as measured by the reading test scores, 0.4323 for 
qualitative writing skills as measured by the writing test scores, and
0.2608 for quantitative skills as measured by the mathematics test 
scores. Although Hypothesis 4 was accepted, a significant difference 
between the experimental group and the control group due to an 
interaction between the treatment and ethnicity was acknowledged in 
reading skills. As the data in Table 9 indicate, a t-test was used to 
analyze the least squares means for reading. Analysis of the least 
squares means for reading indicated that the experimental minority 
subjects scored higher than the control minority subjects, while the 
reverse was true for non-minority students. A further examination of 
the least squares means indicated that the experimental minority 
subjects scored higher than the control minority subjects in all areas 
except writing, while non-minority subjects in the experimental group 
scored slightly higher than the control non-minority subjects on the 
mathematics and writing tests. Although most of these differences were 
not significant at the .02 level, the differences between the 
experimental and control minority groups demonstrated a stronger 
tendency toward significance than did the differences between the non­
minority experimental and control groups.













GLM Analysis of Variance for Testing for Interaction Between Treatuent and Ethnicity
Test Source of Sum of Mean F
Area Variation df Squares Square Ratio P
Reading Group-by-
Ethnlclty 1 186.7034 186.7034 6.82 0.0105m
Error 90 2462.3415 27.3593
Writing Group-by-
Ethnlclty 1 14.3551 14.3551 0.62 0.4323
Error 90 2076.6899 23.0743
Mathematics Group-by-
Etbnlclty 1 56.3274 56.3274 1.28 0.2608
Error 90 3958.3527 43.9816
Coeposits Group-by-
Ethnlclty 1 302.0742 302.0742 2.43 0.1226
Error 90 11191.2113 124.3467



















Area Group Ethnicity Mean LSMeans Con-Mln Con-NonM Exp-Mln Exp-NonM
Reading Control Minority 51.9703 2.0595 0.0002 0.0183* 0.0010
Control Non-Mlnorlty 62.3860 1.2845 0.0002 0.0185 0.1102
Experi­
mental
Minority 57.9008 1.3576 0.0183* 0.0185 0.3330
Experi­
mental
Non-Minority 59.7602 0.9996 0.0010 0.1102 0.3330
»Slgnlflcant at the .02 level (Preplanned comparisons only>
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The fifth hypothesis tested in this study was accepted.
Stated as follows, the hypothesis assumed that there would be no 
significant differences between the experimental and control groups due 
to an interaction between the treatment and the achievement level of the 
students:
5. There is no significant difference
between the performance of the experi­
mental group of students who received 
instruction in test-taking skills and 
the performance of the control group of 
students who did not receive instruction 
in test-taking skills as measured by 
scores on the Louisiana State Assessment 
Test for the achievement level variable.
In testing Hypothesis 5, the analysis of variance option used 
with the general linear regression model yielded F values as follows: 
composite, 1.74, reading, 1.61, writing, 0.52, and mathematics, 3.46.
As the data in Table 10 indicate, the probability of a significant 
difference due to an interaction between the treatment and the 
achievement level variable was 0.1815 for general achievement as 
measured by the composite scores; 0.2057 for reading skills as measured 
by the reading test scores; 0.5934 for qualitative writing skills as 
measured by the writing test scores, and 0.0357 for quantitative skills 
as measured by the mathematics test scores. Hypothesis 5 was, 
therefore, accepted; however, a significant difference between the 
experimental and control groups due to an interaction between the 
treatment and the achievement level variable was noted in the area of 
mathematics. Subsequently, a t-test was used'to determine the nature of 
these differences, as indicated in Table 11. While differences between 
the experimental and control groups were not significant for the average
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Table 10
GLM Analysis of Variance for Testing for Interaction Between Treatment and Achievement Level
Test Source of Sum of Mean F
Area Variation df Squares Square Ratio P
Reading Group-by- 
Achievement Level 2 88.0557 44.0278 1.61 0.2057
Error 90 2462.3415 27.3593
Writing Group-by- 
Achievement Level 2 24.2218 12.1109 0.52 0.5934
Error 90 2076.6899 23.0743
Mathematics Group-by- 
Achievement Level 2 304.3214 152.1607 3.46 0.0357*
Error 90 3958.3527 43.9816
Composite Group-by- 
Achievement Level 2 432.5881 216.2940 1.74 0.1815
Error 90 11191.2113 124.3467













Least Squares Means T-Tests Which Demonstrate Group-by-Achlevement Level Interaction
P
Least Standard ...........
Test Achievement Squares Error
Area Group Lsvel Mean LSMeans Con-High Con-Mid Con-Low Exp-High Exp-Mid Exp-Low
Matheaatlcs Control High 63.4762 2.3045 0.0076 0.0001 0.0070a 0.0473 0.0001
Control Middle 55.8118 2.2470 0.0076 0.0022 0.0001 0.4912 0.0001
Control Low 46.0907 2.0300 0.0001 0.0022 0.0001 0.0001 0.3134
Experl-
aental
High 71.5966 1.8249 0.0070* 0.0001 0.0001 0.0001 0.0001
Experl-
aantal
Middle 57.7488 1.6739 0.0473 0.4912 0.0001 0.0001 0.0001
Experl- Low 43.2298 1.9603 0.0001 0.0001 0.3134 0.0001 0.0001
■ental




and low achievers, the difference between the.experimental and control 
groups of high achievers was significant at the .02 level, as Table 11 
indicates. The high achievers in the experimental group scored higher 
than the high achievers m  the control group in all areas except 
writing. Writing was an area in which all control groups scored higher 
than did the experimental groups. As indicated earlier, little or no 
impact of the treatment upon qualitative writing skills was anticipated 
in light of the content of the test-taking module used in the study.
The average achievers in the experimental group scored higher than their 
control counterparts on the mathematics test, while the same was true 
for the experimental low achievers on the reading test. As indicated, 
however, the only significant difference among those discussed was that 
between the experimental and control high achievers on the mathematics 
test.
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Chapter 5
SliMMARY, DISCUSSION, FINDINGS, AND RECOMMENDATIONS
Summary
This study was designed to investigate the impact of teaching 
test-taking skills upon the performance of selected students who took 
the Louisiana State Assessment Test during the spring testing period of 
the 1981-82 academic year. The study was also designed to investigate 
interaction which resulted from sex-by-treatment effects, socioeconomic 
status-by-treatment effects, ethnicity-by-treatment effects, and 
achievement level-by-treatment effects.
Data for the study were obtained for 110 students in average- 
ability English classes in four public high schools in East Baton Rouge 
Parish, Baton Rouge, Louisiana. These students submitted parental 
consent forms for study participation, and subsequently took the 
Louisiana State Assessment Test during the second semester of the 
1981-82 academic year. Data used in the study were derived from the 
Louisiana State Assessment Test scores and information related to sex, 
socioeconomic status, and ethnicity provided on the student data forms. 
Five null hypotheses were tested for significant differences at the .05 
level.
82
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Discussion
The findings of the study were as follows:
1. There was no significant difference 
between the performance of the experi­
mental group of students who received 
instruction in test-taking skills and 
the performance of the control group of 
students who did not receive instruction 
test-taking skills as measured by scores 
on the Louisiana State Assessment Test.
In testing Hypothesis 1, the reading, writing, mathematics, 
and composite scores of the experimental group were compared to the 
corresponding scores of the control group. The least squares means for 
the experimental group in the areas general achievement, reading, and 
mathematics were higher than the least squares means for the control 
group in the same areas; only in the area of writing was the mean of the 
control group higher than that of the experimental group. Although the 
differences generally favored the experimental group, they were not 
statistically significant. The results were consistent in that there 
were no significant differences between the performance of the 
experimental group and the performance of the control group as measured 
by the reading, writing, mathematics, or composite scores on the 
Louisiana State Assessment Test.
It should be noted that a significant school block effect was 
evidenced in the reading, mathematics, and composite scores. The impact 
of the school block effect may have affected the overall results.
Because of the uniqueness of each public secondary school in this study, 
assignment to experimental and control groups across schools was not 
advisable; therefore, assignment to experimental and control groups was 
made within schools to obtain a more accurate analysis of the treatment
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effects. While this did not eliminate the school block effect, it was 
an attempt to control it.
The possible contamination of the control group by the 
experimental group in each school may also have affected the results. 
Given the constraints of having both the experimental and control groups 
in each school, it was possible that experimental subjects shared 
information about the treatment with control subjects. This was 
especially likely in light of the emphasis placed upon the system-wide 
testing and the administration of the treatment immediately before the 
testing. While this weakness is acknowledged, it should be pointed out 
that assignment across schools probably would have contributed more 
error to the study than assignment within schools.
2. There was no significant difference 
between the performance of the experi­
mental group of students who received 
instruction in test-taking skills and 
the performance of the control group of 
students who did not receive instruction 
in test-taking skills as measured by 
scores on the Louisiana State Assessment 
Test for the sex variable.
The analysis of variance procedure utilized did not indicate 
any significant differences at the .05 level in general achievement or 
in any of the specific achievement areas; however, a close examination 
of the results indicated a stronger tendency toward significance in the 
areas of writing and mathematics than in general achievement or reading. 
The differences noted in writing were surprising in light of the content 
of the treatment module, which was developed for use with objective-type 
tests. The differences that showed a stronger tendency toward 
significance were noted in the writing and mathematics scores of female 
students. These results are not entirely consistent with the findings
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of Ferrell (1972), who found limited support for the idea that males 
were higher in test-wiseness than females. These results are also 
interesting in light of recent brain research (Sylwester, 1980), and 
they suggest that perhaps males and females were at different points in 
brain development; thus, they may have responded differently to the 
treatment.
3. There was no significant difference 
between the performance of the experi­
mental group of students who received 
instruction in test-taking skills and 
the performance of the control group of 
students who did not receive instruction 
in test-taking skills as measured by 
scores on the Louisiana State Assessment 
Test for the socioeconomic status variable.
Although no significant differences were noted, the high- 
socioeconomic students in the experimental group scored higher than the 
high-socioeconomic students in the control group in the areas of general 
achievement and mathematics; the middle-socioeconomic students in the 
experimental group scored higher than the middle-socioeconomic students 
in the control group in the areas of general achievement and reading; 
and the low-socioeconomic students in the experimental group scored 
higher than the low-socioeconomic students in the control group in the 
areas of general achievement, reading, and mathematics; The differences 
showing a stronger tendency toward significance were found for the low- 
socioeconomic students in the areas of general achievement and reading, 
and for the high-socioeconomic students in writing and mathematics.
These results were consistent when using U.S. Census Socioeconomic 
Status Scores and the Duncan Scale. The analysis was done with the U.S. 
Census Socioeconomic Status Scores after an analysis in which the Duncan 
Scale was used had been completed. As indicated earlier, this made
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possible a check on the coding accuracy of the students' socioeconomic 
status. These results were consistent with the findings of Roberts and 
Oppenheim (1966), who concluded that instruction in test-taking skills 
would not significantly benefit disadvantaged students; however, the 
results of the present study indicate that not only disadvantaged or low 
socioeconomic groups, but no specific socioeconomic group instructed in 
test-taking skills differs significantly from an equivalent 
socioeconomic group not instructed in test-taking skills. The findings 
of the present study are, therefore, not consistent with the findings of 
Tinney (1968), who concluded that low-socioeconomic students benefit 
more than high-socioeconomic students from instruction in test-taking 
skills.
4. While no significant ethnicity-by- 
treatment interaction was present 
as measured by the composite score, 
the writing score, and the mathematics 
score, a significant ethnicity-by- 
treatment interaction was present when 
the reading score was the dependent 
variable. Minority students in the experi­
mental group scored significantly higher 
than minority students in the control group 
on the reading test.
The minority students in the experimental group also scored 
higher than minority students in the control group in general 
achievement and mathematics, however, these differences were not 
statistically significant. The non-minority students in the 
experimental group scored slightly higher than their counterparts in the 
control group in writing and mathematics; however, these differences 
were not significant. Generally, the differences between the 
experimental and control minority students showed a much stronger 
tendency toward significance than did the difference between the
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experimental and control non-minority students. These results are 
consistent with the findings of Slaughter (1976) and Pollack (1980), 
which indicate that perhaps certain subpopulations of students derive 
more benefit from instruction in test-taking skills than do others.
5. While no significant differences were
found as a result of achievement level-
by-treatment interaction when composite, 
reading, and writing scores were the 
the dependent variables, a significant 
difference was noted when the mathematics 
score was the dependent variable.
The high-achievers in the experimental group scored 
significantly higher than their counterparts in the control group on the 
mathematics test. A strong tendency toward significant differences was 
also noted for the high-achievers in the composite and reading scores.
It should be noted, however, that low achievers in the experimental 
group scored higher than low achievers in the control group on the 
reading test, while average achievers in the experimental group scored
higher than average achievers in the control group on the mathematics
test. The results for the low and average achievers did not demonstrate 
the consistency or tendency toward significance that the results for the 
high achievers did.
The overall findings of this study are consistent with those 
of other studies (Yearby, 1975; Thomas, 1976; Crozier, 1978; Sarnacki, 
1979; and Langer, 1980) which have demonstrated the failure of test- 
taking skills to generalize to an external criterion measure. The 
results are not consistent with those of Ferrell (1972), who found 
limited support for the idea that males and females differ in aspects of 
test-wiseness. In this study, neither males nor females who were 
instructed in test-taking skills received scores which were
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significantly different from the scores received by males or females who 
were not instructed in test-taking skills. While Pollack (1980) 
concluded that disadvantaged students benefited from instruction in 
test-taking skills, Roberts and Oppenheim (1966) concluded that any 
benefit low socioeconomic students might derive from instruction in 
test-taking skills would not be significant. The present study 
indicates that neither low, average, nor high socioeconomic students who 
were instructed in test-taking skills received scores which were 
significantly higher than the scores received by similar students who 
were not instructed in test-taking skills. The findings of this study 
are consistent with those of Slaughter (1976) and McPhail (1976) who 
found evidence that minority children benefited significantly from 
instruction in test-taking skills. While Kirkland and Hollandsworth 
(1979, 1980) and Ferrell (1972) studied the relationship between levels 
of test-wiseness and grade point average and between levels of test­
wiseness and achievement test performance, this study is one of the 
first to study the interaction between instruction in test-taking skills 
and achievement level. The results of this study are not consistent 
with those of Petty and Harrell's (1979) study, which indicate that low 
achieving students benefit more from instruction in test-taking skills 
than do high achieving students.
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Summary of Findings
Findings based upon the data collected and analyzed in this 
study are as follows:
1. The'students involved in this study who were instructed 
in test-taking skills did not differ significantly from 
selected students who were not instructed in test-taking 
skills with regard to test performance on the -Louisiana 
State Assessment Test.
2. Male and female students did not respond differentially 
to instruction in test-taking skills.
3. Socioeconomic status was not a significant factor in 
analyzing the efficacy of teaching test-taking skills.
4. Minority students derived more benefit from instruction 
in test-taking skills than did non-minority students.
5. High-achieving students were more successful in their 
application of test-taking skills in a test situation 
than were average- and low-achieving students.
Recommendat ions
Subsequent to the completion of this study, the following 
recommendations were made:
1. Adoption of an extensive program in test-taking skills 
should be preceded by careful consideration of the 
benefits to be derived from such a program in terms of 
significant increases in students' test scores. While 
the results of this study generally indicate that a very
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brief exposure to instruction in test-taking skills did 
not produce significant differences in achievement, 
specific achievement areas were affected when ethnic 
status and achievement level were considered with the 
treatment effect. Certain subpopulations of students 
appeared to have derived more benefit than others from 
the treatment. This indicates that perhaps it would be 
worthwhile to encourage teachers to become cognizant of 
test-taking instruction and subsequently, to teach test- 
taking skills in the classroom.
2. In light of this studyrs indication that certain 
subgroups of students benefit from instruction in test- 
taking skills, consideration should be given to providing 
instruction and practice in test-taking skills to 
specific groups of students, particularly minorities and 
high-achievers who might be preparing for major tests.
3. More research should be done to investigate the impact of 
a long-term program in test-taking skills which is 
integrated with the regular curriculum.
4. More research should be done to investigate the 
relationship that may exist between types of teacher-made 
test experiences and standardized test performance. Some 
students in the present study demonstrated a marked lack 
of familiarity, not only with various answer sheet 
formats, but also with basic item formats used on 
standardized tests.
5. Further research should be done to study the impact of
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test-wiseness upon teacher-made tests.
6. This study should be repeated with the following 
modifications:
a. Larger samples should be selected within the same
school or from similar schools. In light of the
rate of return of the parental consent forms in this
.study, such a procedure would compensate for a 
mediocre return rate and small sample size. Use of 
similar schools would permit assignment to 
experimental and control groups across schools, 
thereby eliminating contamination of the control 
group by the experimental group. It is strongly 
recommended that, even with similar schools, a 
suitable covariable be used to equate the groups 
statistically. This study has indicated that 
equivalence of groups would be very difficult to 
achieve without statistical equating.
b. Provisions for more practice time should be made.
The present study was limited to a brief period of 
instruction in selected test-taking skills and short 
practice sessions. Instruction and practice in 
test-taking skills could be integrated with regular 
classroom instruction over an extended period of 
time.
c. Classroom teachers should be trained in teaching 
test-taking skills and should, subsequently, 
administer the treatment to their own students.
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d. A measure of test-wiseness should be used to study 
the relationship between initial test-wiseness and 
test performance, and also the relationship 'between 
acquired test-wiseness and tes'r performance.
7. A measure should be used to investigate the affective 
dimension of test-wiseness. The affective dimensions of 
test-taking, such as achievement motivation, may well 
preclude the application of test-taking skills in an 
effort to boost test scores.
8. The achievement variable should be based upon a measure 
that is not sample-dependent. In this study, 
categorization of students by selected achievement groups 
was based upon the location of each student’s composite 
score in the frequency distribution of scores for this 
relatively small sample. The achievement level 
designation is valid only insofar as the performance of 
one student in the sample is related to the performance 
of other students in the same sample. It is also 
questionable as to whether or not the composite score, as 
computed for this study, is a valid measure of general 
achievement. As indicated earlier, it is also 
recommended that a valid achievement variable be used as 
a covariable to equate the experimental and control 
groups statistically.
9. Contacts with parents should be made to get more specific 
information regarding the head-of-household occupation. 
This would permit a more accurate analysis of the
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interaction between socioeconomic status and treatment.
10. Teachers and counselors should become more cognizant of 
factors that may affect standardized test scores, and 
should, subsequently, disseminate this test information 
to students.
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APPENDIX A
Letter Requesting Permission to Do Study 
December 7, 1981
Dr. Don Hoover, Director of Research and Program Evaluation 
East Baton Rouge Parish School System 
1050 South Foster Drive 
Baton Rouge, Louisiana
Dear Dr. Hoover,
The purpose of this letter is to confirm our recent conversation re­
garding the formal approval of my dissertation study, which I hope to 
conduct in East Baton Rouge Parish.
The purpose of the study is to assess the impact of teaching test- 
taking skills upon the scores of a sample of high school sophomores who 
will take the Louisiana State Assessment Test during the second semester 
of the current academic year.
The study is projected to involve approximately 200 students. The 
displacement time for the control groups will be one hour. The displace­
ment time for the experimental groups will be six hours. It is anticipated 
that the displacement will occur during regularly scheduled sophomore 
English classes within a two-week period of time immediately preceding the 
system administration of the Louisiana State Assessment Test.
•
I wish to acknowledge that I will administer the treatment; therefore, 
no special teacher preparation will be necessary.
I agree to secure parental permission for student participation in 
the study. It is most kind of you to offer to assist me in developing 
the letter to the parents. I understand that in addition to permission 
to participate in the study, parents will also be asked if they object to 
my reviewing their children's LSAT scores.
I further agree to guard the anonymity of all student participants.
It is my understanding that no article pertaining to the study may 
be published without the consent of the proper authorities at the school 
board office. This does not refer to the formal dissertation.
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APPENDIX A (continued)
As a courtesy to your office, I will provide a complete copy of the 
study to you when the study is completed. I consider it an obligation, 
not only to you, but also to all persons involved in the study, to ac­
quaint all appropriate persons with the results of the study; therefore,
I wish to heed your recommendation of offering to provide oral and written 
reports to persons involved in the study.
I wish to thank you for providing some insight into the local system 
which may slightly alter the study's design. As I indicated to you, I 
would like to share your suggestion with my major professor, Dr. Andrews.
If any additional information is needed, the attached copy of the 
complete proposal may prove helpful. Please do not hesitate to contact 
me at 293-8762 or at 388-5473.
Thank you once again for your kind assistance and guidance in this 
matter.
Sincerely,
Jo Ann C. Bower
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(§06# &Lt&tP Sa&of 3h*u£
RAYMOND O. ARVESON. StipwinfandMt 
P. O. Box 2950 
Baton Rouge, Louisiana 70821
PH. (504) 826-2790
December 21, 1981
Ms. Jo Ann C. Bower 
1331 Knollhaven 
Baton Rouge, LA 70810
Dear Ms. Bower:
Please let this letter serve as your authorization to con­
duct a study to assess the impact of teaching test-taking to high 
school sophomores. I understand that this is to involve 200 students 
in 3 high schools and will require approximately 6 hours of displace­
ment time for the students and that the time would be spread over a 
period of time so as not to provide undue hardship on the students.
I also understand that you will obtain parental permission.
1 suggest that when your proposal is approved and schools 
are selected, that you contact those schools and review your proposal 
with them. Their participation in your study must be voluntary. Once 
you have three willing schools selected, please contact me again and I 
will address a more specific letter to them for their records.
Good luck in your study.
Yours sincerely,
Donald L. Hoover, Director 
Research and Program Evaluation
DLH:ydc
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INTRODUCTION
This is a one-week module in basic test-taking skills. The module 
is designed to teach skills that should familiarize students with specific 
testing situations and testing formats.
The target of this particular module is the Louisiana State Assess­
ment Testj however, it should be noted that an average classroom teacher 
should be able to adapt this module to a variety of testing situations 
and testing formats.
Specific content-oriented skills are not included in this module, for 
it is duly acknowledged that acquisition of such 6kills represents the 
cumulative results of various interrelated teaching/learning processes 
over a period of time.
Skill in identifying structural fallacies in specific test items is 
not treated in this module, for.it is felt that this would be working on 
the negative premise that tests are not well-constructed.




The student will acquire basic skills that will familiarize him with a 
variety of testing situations and testing formats, especially as these 
relate to the Louisiana State Assessment Test.
SPECIFIC OBJECTIVES
The student will recall basic information he should have before a testing 
situation.
The student will recognize basic item formats and respond appropriately.
Given practice in marking a variety of answer sheets, the student will 
make the appropriate markings.
< Given practice in taking timed tests, the student will use a test cadence 
to increase the number of items answered on a test.
Given sample answer sheet markings, the student will decide which are 
appropriate and which are inappropriate.
Using a step-by-step technique described in class, the student will prac­
tice making himself relax during a testing situation.
Using a given technique, the student will code questions to be skipped 
or returned to later during the testing period.
The student will explain what effect guessing may have on test scores.
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The student will use elimination techniques to improve his guessing 
strategy.
Given practice with separate test booklets and answer sheets, the student 
will coordinate the two.




The teacher will prepare and deliver a brief lecture, the aim of which 
is to inform students about the Louisiana State Assessment Test by provid­
ing answers to the following questionst
1* What is the Louisiana State Assessment Test?
2. Of what parts does the test consist?
3* When must students take the test?
4. Under what conditions will students take the test?
5* Why must students take the test?
6. How will the results of the test be used?
/
The teacher will make the class aware of the specific skill objectives 
of the one-week module*
The teacher will tell class when they should or should not guess on 
tests*
The teacher will demonstrate elimination techniques which make guessing 
safer*
The teacher will prepare a sample of answer sheets that have been 
correctly and incorrectly marked to be used in conjunction with demonstra- 
ion, discussion, and practice of proper markings.
The teacher will prepare a collection of answer sheet6, some of which 
have a horizontal flow and some of which have a vertical flow, to be used 
in practice sessions designed to familiarize students with different answer 
sheet formats*
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In creating a test situation, the teacher will provide sample questions 
and answer sheets to be utilized in the following practice areas:
1. Making acceptable grid markings on an answer sheet
2. Completing the personal data grid on an answer sheet
3* Coding difficult items that should be skipped and returned to later 
if time allows
4. Coordinating the test sheet/booklet with the answer sheet
The teacher will prepare a step-by-step description of a technique 
that will help ten6e or panicky students relax at the beginning of a test 
or, if necessary, during the test*
The teacher will compile a list of basic test-taking tips that will 
be shared with the class.




After having listened to & brief lecture on the Louisiana State 
Assessment Test, the students will explain to their classmates what 
the Louisiana State Assessment Test is; of what parts the test consists; 
when the test will be given; under what conditions the test will be given; 
why students must take the test; aid whether or not students should guess 
on the test.
The students will listen to an explanation of what constitutes 
acceptable markings -on answer sheets*
The students will scrutinize a sample of answer sheets, some of 
which have been marked in a acceptable fashion and some of which have 
not*
The students will identify inappropriate markings on answer sheets.
The students will examine several answer 6heets, some of which have 
a horizontal flow and some of which have a vertical flow.
The students will practice examining answer sheets to determine 
the flow format.
The students will practice completing the personal data grid on 
selected answer sheets, working first for neatness and accuracy, then 
speed.
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The students will practice a coding technique that will permit them 
to skip difficult items and return to them later if time allows*
In a series of simulated testing 6itutaions, the students will 
practice coordinating their test sheets/booklets with their answer 
sheets.
Unler the direction of the teacher, the students will practice a 
technique that is designed to help tense or panicky students relax 
at the beginning of a test, or if necessary, during the test.
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MATERIALS TO BE USEDi
3 types of answer sheets (checks, vertical grids, and circular grids) 
— based upon type of acceptable grid markings
2 types of answer sheets (horizontal and vertical) 
--based upon the flow format of the answer sheet
Samples of answer sheets, some of which have been correctly marked 
and some of which have been marked in unacceptable fashions
Samples of answer 6heets that contain a personal data grid
Short, selected sample tests to be used in the practice of 
coordinating the test sheet/booklet with the answer sheet*
List/lists of test-taking tips (Milliken Publishing Company, 
McDonald Publishing Company)
*Xn this particular module, materials available from Midwest 
Publications, McDonald Publishing Company, and Milliken 
Publishing Company have been selected*
1 1 7
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
EVALUATION t
APPENDIX C (continued)
Formative evaluation will be accomplished by means of direct obser­
vation, analysis of production of samples, and judgment of paper-and- 
pencil practice tests.
In the case of this particular 6tudy, the summative evaluation will 
be accomplished by comparing the Louisiana State Assessment Test scores 
of the students in the experimental groups (who received the test-taking 
instruction) and the scores of the students in the control groups (who 
did not receive the test-taking instruction).
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Procedural Checklist for Treatment
Day One School A School 15 School _C
Check roll 
Explain ground rules 
"Why I'm here . . . "
Discussion of objectives
Test Taking Tips Discussion 
Find out about the test . . . 
What type of test is it?
Of what parts does the test 
consist?
How will it be scored?
How will the results be used? 
Where will you take the test? 
When will you take the test? 
Why will you take the test? 
Under what conditions will you 
take the test?
Who will take the test?
Should you guess on the test?
Prepare yourself to do your best . . . 
Use common sense . . .
Study . . . but don't cram.
Get proper rest before the test. 
Eat well before the test. .
Dress comfortably.
Be punctual!
Follow directions . . . read, listen, 
- and reread the directions. . . and 
study the examples.
Discussion of the McDonald Tip Sheet
School D
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Procedural Checklist for Treatment
Day Two School A School B School C
Answer sheet format 
Demonstrations 




Quick review of yesterday's tj.ps
Discussion of test cadence




Discussion of samples 
Practice in group 
Individual practice with 
answer sheet 
Discussion of practice 
sheet
School D
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Procedural. Checklist for Treatment
Day Three School A School B School C
Special Test-Taking Tips 
Discussion 
Practice
Tips for mathematics tests 
Application tips 
Problem solving techniques 
Discussion 
Practice 
Working backward to check
Special concepts to review
Techniques for computation





Practice with reading tests 
Practice with mathematics tests
School D
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Procedural Checklist for Treatment
Day Four School A School B School C
General review of tip sheets





Review of test cadence
Practice with reading test
Special concepts and formats 
Discussion




Special quantitative formats 
Sequencing 
Analogies 
*A11 under timed conditions
School D
R eproduced with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
APPENDIX D (continued)
1 2 3
Procedural Checklist for Treatment
Day Five . School A School B School C School D
Comprehensive review
Information about the test 
Common sense preparation 
Study . . . don't cram.
Get proper rest.







Answer sheet markings 
Coding difficult items 
Appropriate markings 






Collection of data forms 
Discussion of head-of-household 
occupation





Each year students in specific grade levels are given the Louisiana 
State Assessment Test, which is a criterion-referenced test that measures 
basic competencies in reading, writing, and mathematics. A body of litera­
ture suggests that students' test scores may not always reflect just the 
knowledge a student has acquired, but also the test-taking skills a student 
possesses.
As a doctoral candidate in education and as a classroom teacher, I am 
interested in this phenomenon. I am currently planning a study that will 
examine the impact of teaching test-taking skills on the Louisiana State 
Assessment Test scores of selected students. Selected students will re­
ceive one week's instruction in test-taking skills. This instruction will 
be given in the regular English class within a two-week period of time 
immediately prior to the system-wide administration of the LSAT. Follow­
ing the instruction in test-taking skills and the administration of the 
LSAT, I will review the selected students' scores to determine if there 
is any significant difference between the scores of students who received 
the test-taking instruction and the scores of students who did not receive 
the instruction. The names and scores of all selected students will be 
coded so as to preserve anonymity. Complete confidentiality is assured.
If you consent to your child's participation in this worthwhile study, 
please indicate in the appropriate space below.
Thank you very much for your assistance.
/~ 7  Yes, I give my permission for my son/daughter's particpation in this 
study and the subsequent review of his/her scores on the LSAT.
/  7 No, I do not give my permission for my son/daughter's participation
in this study or the review of his/her scores on the LSAT*
Sincerely
rJo Ann C* Bower
Student's namet Parent/guardian's signaturet
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r- CLASSROOM TEACHER SCRIPT
(*Give each student a copy of the parental permission letter.)
(♦Read the script below aloud to the class.)
(♦Have the students read the letter silently as you read it aloud to them.) 
♦♦♦As difficult as it may be, make no other comments about the study to 
the students. You may indicate that any questions will be answered by 
Mrs. Bower.
Eight classes in high schools in East Baton Rouge Parish have 
been selected to participate in a special study which has been designed 
to investigate the Impact of teaching test-taking skiU6 upon scores 
of selected students taking the Louisiana State Assessment Test.
This class has been selected to participate in the study.
It i6 necessary that each of you take this letter of parental 
permission home to your parents or guardians so that they may give 
their permission (1) for you to participate in the study along with 
your classmates and (2) for your LSAT scores to be reviewed.
BE SURE THAT YOU BRING THE PERMISSION LETTER BACK TO KB TOMORROW.













TBST-TAKING SKILLS MODULE 
SPRING, 1962
OOMPLBTB THIS PORN BY PRIHT1HO IBB INFORMATION REQUESTED II TIB 
SPACES PROWIOSD. PUT CMLY OMB CHARACTER IN EACH BUCK.
PRINT YOUR MAKE CM THE SPACES PROVIDED BEUJU.
I I I I I I I I I I ' I T  I' 1 'I I I I I I I T  71 □
LAST MANE FIRST NAME HI
GRADE
RACE (CHECK ONE)
BLACK Q  UNITE Q  OTHER Q
WHICH LANGUAGE IS SPOKEN HOST FREQUENTLY IN YOUR HONE? (CHECK ONE)
ENGLISH Q  SPANISH Q  FRENCH Q  OTHER Q
SEX (CHECK ONE)
HALE Q  FEMALE Q












Duncan's Socioeconomic Index Scores for Major Occupations 
(with Miller's (1977) corresponding U.S. Census scores)
DSEI CSEI Category
75 90 Professional, technical, and kindred workers
57 81 Managers, officials, and proprietors, except 
farm
47 71 Clerical, sales, and kindred workers
31 58 Craftsmen, foremen, and kindred workers
18 45 Operatives and kindred workers
17 34 Service workers, including private household
7 20 Laborers, except farm and mine
Duncan's Socioeconomic Index Scores for Occupations 
(with corresponding U.S. Census scores)
DSEI CSEI Category
Professional, technical, and kindred workers
78 92 Accountants and auditors
60 84 Actors
79 96 Airplane pilots and navigators
90 98 Architects





84 96 College presidents, professors, 
instructors (n.e.c.)
45 61 Dancers and dancing teachers
96 99 Dentists
73 91 Designers
39 65 Dietitians and nutritionists
67 87 Draftsmen























































97 Metallurgical, and metallurgists
97 Mining
96 Not elsewhere classified
48 Entertainers (n.e.c.)
94 Farm and home management advisors
78 Foresters and conservationists
83 Funeral directors and embalmers
98 Lawyers and judges
64 Librarians
72 Musicians and music teachers 
Natural scientists
94 Chemists
95 Other natural scientists
71 Nurses, professional
50 Nurses, student professional
96 Optometrists
99 Osteopaths
96 Personnel and labor relations workers
95 Pharmacists
73 Photographers
99 Physicians and surgeons
95 Public relations men and publicity writers
90 Radio operators
84 Recreation and group workers
63 Religious workers
85 Social and welfare workers, except group
96 Social scientists
87 Sports instructors and officials
71 Surveyors
89 Teachers (n.e.c.)
73 Technicians, medical and dental
80 Technicians, electrical and electronic
80 Technicians, other engineering and
physical sciences
85 Technicians (n.e.c.)
81 Therapists and healers (n.e.c.)
95 Veterinarians
86 Professional, technical, and kindred
workers (n.e.c.)
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Buyers and department heads, store 
Buyers and shippers, farm products 
Conductors, railroad 
Credit men
Floormen and floor managers, store 
Inspectors, public administration 
Federal public administration and 
postal service 
State public administration 
Local public administration 
Managers and superintendents, building 
Officers, pilots, pursers, and engineers, 
ship
Officials & administrators (n.e.c.), 
public administration 
Federal public administration 
State public administration 
Local public administration 
Officials, lodge, society, union, etc. 
Postmasters
Purchasing agents and buyers (n.e.c.) 









Food and dairy products stores 
Eating and drinking places 
General merchandise and limited 
price variety stores 
Apparel and accessories stores 
Furniture, housefurnishings, and 
equipment stores 
Motor vehicles and accessories 
retailing 
Gasoline service stations 
Hardware, farm implement, & building 
material retailing
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59 84 Other retail trade
85 96 Banking and other finance
84 96 Insurance and real estate
80 96 Business services
47 76 Automobile repair services and garages
53 81 Miscellaneous repair services
50 78 Personal services
62 89 All other industries (incl. not reported)





44 72 Communications, and utilities and 
sanitary services
59 85 Wholesale trade
43 — Retail trade
33 54 Food and dairy products stores
37 71 Eating and drinking places
47 72 General Merchandise and limited 
price variety stores
65 88 Apparel and accessories stores
59 86 Furniture, housefurnishings, and 
equipment stores
70 89 Motor vehicles and accessories 
retailing
33 63 Gasoline, service stations
61 90 Hardware, farm implement, & 
building material retailing
49 75 Other retail trade
85 97 Banking and other finance
76 95 Insurance and real estate
67 91 Business services
36 68 Automobile repair services and garages
34 60 Miscellaneous repair services
41 68 Personal services
49 76 All other industries (incl. not 
reported)
Clerical and kindred workers
68 90 Agents (n.e.c.)
44 50 Attendants and assistants, library
38 56 Attendants, physician's and dentist's 
office
25 54 Baggagemen, transportation
52 75 Bank tellers
51 73 Bookkeepers
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44 69 Cashiers
39 66 Collectors, bill and account
40 73 Dispatchers and starters, vehicle
67 85 Express messengers and railway mail 
clerks
44 73 File clerks
62 89 Insurance adjusters, examiners, 
and investigators
53 80 Mail carriers
28 43 Messengers and office boys
45 69 Office machine operators
44 73 Payroll and timekeeping clerks
44 73 Postal clerks
44 73 Receptionists
61 82 Secretaries
22 58 Shipping and receiving clerks
61 82 Stenographers
44 73 Stock clerks and storekeepers
22 33 Telegraph messengers
47 75 Telegraph operators
45 72 Telephone operators
60 82 Ticket, station, and express agents
61 82 . Typists
44 73 Clerical and kindred workers (n.e.c.)
Sales workers
66 90 Advertising agents and salesmen
40 67 Auctioneers
35 62 Demonstrators
08 08 Hucksters and peddlers
66 89 Insurance agents, brokers, and 
underwriters
27 20 Newsboys
62 86 Real estate agents and brokers
73 94 Stock and bond salesmen
47 — Salesmen and sales clerks (n.e.c.)
65 88 Manufacturing
61 85 Vholesale trade
39 61 Retail trade
50 77 Other industries (incl. not reported)
Craftsmen, foremen, and kindred workers
22 50 Bakers
16 31 Blacksmiths




27 50 Brickmasons, stonemasons, and 
tile setters
23 48 Cabinet makers
19 35 Carpenters
19 34 Cement and concrete finishers
52 79 Compositors and typesetters
21 52 Cranemen, derrickmen, and hoistmen
40 67 Decorators and window dressers
44 74 Electricians
55 81 Electrotypers and stereotypers
47 75 Engravers, except photoengravers
24 57 Excavating, grading, and road 
machinery operators
49 -- Foremen (n.e.c.)
40 65 Construction
53 — Manufacturing
54 76 Metal industries
60 82 Machinery, except electrical
60 82 Electrical machinery, equipment 
and supplies
66 84 Transportation equipment
41 71 Other durable goods
39 66 Textiles, textile products, and 
apparel
53 79 Other nondurable goods (incl. 
not specified mfg.)
36 61 Railroads and railway express 
service
45 74 Transportation, except railroad
56 79 Communications, and utilities and 
sanitary services
44 73 Other industries (incl. not 
reported
23 51 Forgemen and hammermen
39 66 Furriers
26 57 Glaziers
22 58 Heat treaters, annealers, and 
temperers
23 48 Inspectors, scalers, and graders, 
log and lumber
41 — Inspectors (n.e.c.)
46 76 Construction
41 65 Railroads and railway express 
service
45 74 Transportation, etc. R.R., commun 
& other public util.
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38 71 Other industries (incl. not 
reported
36 63 Jewelers, watchmakers, goldsmiths, 
and silversmiths
28 64 Job setters, metal
49 76 Linemen and servicemen, telegraph, 
telephone, and power
58 68 Locomotive engineers
45 76 Locomotive firemen
10 32 Loom fixers
33 68 Machinists
25 -- Mechanics and repairmen




36 66 Office machine
36 62 Radio and television
23 52 Railroad and car shop
27 61 Not elsewhere classified
19 39 Millers, grain, flour, feed, etc.
31 62 Millwrights
12 41 Molders, metal
43 73 Motion picture projectionists
39 72 Opticians, and lens grinders and 
polishers
16 37 Painters, construction and 
maintenance
10 22 Paperhangers
44 74 Pattern and model makers, except 
paper
64 84 Photoengravers and lithographers
38 54 Piano and organ tuners and repairmen
25 46 Plasterers
34 64 Plumbers and pipe fitters
49 77 Pressmen and plate printers, 
printing
22 54 Rollers and roll hands, metal
15 34 Roofers and slaters
12 22 Shoemakers and repairers, except 
factory
47 72 Stationary engineers
25 44 Stone cutters and stone carvers
34 66 Structural metal workers
23 40 Tailors
33 68 Tinsmiths, coppersmiths, and sheet 
metal workers
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50 77 Toolmakers, and die makers and 
setters
22 53 Upholsterers
32 62 Craftsmen and kindred workers 
(n.e.c.)
18 36 Former members of the Armed Forces
Operatives and kindred workers
35 -- Apprentices
25 46 Auto mechanics
32 57 bricklayers and masons
31 50 Carpenters
37 61 Electricians
41 59 Machinists and toolmakers
34 60 Mechanics, except auto
33 60 Plumbers and pipe fitters
29 49 Building trades (n.e.c.)
33 55 Metalworking trades (n.e.c.)
40 57 Printing trades
31 51 Other specified trades
39 55 Trade not specified
32 63 Asbestos and insulation workers
17 61 Assemblers
19 44 Attendants, auto service and parking
11 33 Blasters and powdermen
24 50 Boatmen, canalmen, and lock keepers
42 71 Brakemen, railroad
24 65 Bus drivers
25 47 Chainmen, rodmen, and axmen, 
surveying
17 61 Checkers, examiners, and inspectors, 
mfg.
30 61 Conductors, bus and street railway
32 59 Deliverymen and routemen
23 35 Dressmakers and seamstresses, except 
factory
12 36 Dyers
22 57 Filers, grinders, and polishers, 
metal
10 19 Fruit, nut, and vegetable graders 
and packers, exc. factory
18 45 Furnacemen, smeltermen, and pourers
17 14 Graders and sorters, mfg.
29 56 Heaters, metal



































Knitters, loopers, and toppers, 
textile
Laundry and dry cleaning operatives 
Meat cutters, except slaughter and 
packing house 
Milliners
Mine operatives and laborers 
(n.e.c.)
Coal mining
Crude petroleum adn natural gas 
extraction 
Mining and quarrying, exc.fuel 
Motormen, mine, factory, logging 
camp, etc.
Motormen, street, subway, and 
elevated railway 
Oilers and greasers, except auto 
Packers and wrappers (n.e.c.) 
Painters, except construction and 
maintenance 
Photographic process workers 
Power station operators 
Sailors and deck hands 
Sawyers




Taxicab drivers and chauffeurs 
Truck and tractor drivers 
Weavers, textile 
Welders and flame-cutters 




Sawmills, planing mills, and 
misc. wood products 
Sawmills, planing mills, and 
mill work 
Miscellaneous wood products 
Furniture and fixtures 
Stone, clay, and glass 
products
Glass and glass products 
Cement, and concrete, gypsum, 
and plaster products
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10 31 Structural clay products
21 49 Pottery and related products
15 41 Misc. nonmetallie mineral and 
stone products 
Metal industries
15 — Primary metal industries
17 49 Blast furnaces, steel works 
and rolling and finishing 
mills
12 39 Other primary iron and 
steel industries
15 47 Primary nonferrous 
industries
16 ■* “ Fabricated metal industries 
(incl. nonspec. metal)
lb 48 Cutlery, handtools, and 
other hardware
16 48 Fabricated structural metal 
products
15 48 Miscellaneous fabricated 
metal products
14 47 Not specified metal 
industries
22 — Machinery, except electrical
21 59 Farm machinery and equipment
31 67 Office, computing, and 
accounting machines
22 57 Miscellaneous machinery
26 62 Electrical machinery, 
equipment, and supplies
23 -- Transportation equipment
21 61 Motor vehicles and motor 
vehicle equipment
34 71 Aircraft and parts
16 41 Ship and boat building and 
repairing
23 56 Railroad and misc.
transportation equipment
29 Professional and photographic 
equipment, and watches
23 57 Professional equipment and 
supplies
40 73 Photographic equipment and 
supplies
28 62 Vatches, clocks, and
clockwork-operated devices
16 42 Misc. manufacturing industries
































"Food and kindred products 
Meat products 
Dairy products 
Canning and preserving 




Confectionery and related 
products 
Beverage industries 
Misc. food preparations and 
products 
Not spec, food industries 
Tobacco manufacturers 
Textile mill products 
Knitting mills 
Dyeing & finishing textiles, 
exc. wool & knit goods 
Floor coverings, except hard 
surface 
Yarn, thread, and fabric 
mills
Miscellaneous textile mill 
products 
Apparel and other fabricated 
textile products 
Apparel and accessories 
Miscellaneous fabricated 
textile products 
Paper and allied products 
Pulp, paper, and paperboard 
mills
Paperboard containers and 
boxes
Miscellaneous paper and 
pulp products 
Printing, publishing, and 
allied industries 
Chemicals and allied products 
Synthetic fibers 
Drugs and medicines 
Paints, varnishes, and 
related products 
Miscellaneous chemical and 
allied products
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51 Petroleum and coal products
56 79 Fetroleum refining
14 44 Miscellaneous petroleum 
and coal products
22 Rubber and misc. plastic 
products
12 59 Rubber products
42 Miscellaneous plastic 
products
16 Leather and leather products
10 37 Leather: tanned, curried, 
and finished
09 31 Footwear, except rubber
14 36 Leather products, except 
footwear
16 44 Not specified manufacturing 
industries
18 «• “ Nonmanfacturing industries 
(incl. not reported)
18 38 Construction
15 42 Railroads and railway 
express service
23 53 Transportation, except 
railroad
21 52 Communications, and utilities 
and sanitary services
17 38 Wholesale and retail trade
19 45 Business and repair services
11 29 Personal services
17 50 Public administration
20 36 All other industries (incl.
not reported)
Private household workers
07 07 Baby sitters, private household
19 Housekeepers, private household
10 25 Living in
21 32 Living out
12 -- Laundresses, private household
— 09 Living in
12 09 Living out
07 -- Private household workers
(n. e. c .)
12 26 Living in
06 07 Living out
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Service workers,
except private household
13 38 Attendants, hospital and other 
institution
26 46 Attendants, professional and 
personal service (n.e.c.)




30 35 Boarding and lodging house 
keepers
08 02 Bootblacks
11 18 Chambermaids and maids, 
except private household
10 15 Charwomen and cleaners
15 31 Cooks, except private 
household
17 41 Counter and fountain 
workers
10 28 Elevator operators
17 37 Hairdressers and 
cosmetologists
31 61 Housekeepers and stewards, 
except private household
09 18 Janitors and sextons




22 32 Practical nurses 
Protective service workers
37 73 Firemen, fire protection
18 38 Guards, watchmen, and 
doorkeepers
21 4 Marshals and constables
39 — Policemen and detectives
40 74 Public
36 67 Private
34 66 Sheriffs and bailiffs
17 39 Watchmen (crossing) and 
bridge tenders
25 34 Ushers, recreation and 
amusement
16 39 Waiters
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11 18 Service workers, except
- private household (n.e.c.)
Laborers, 
except farm and mine
07 16 Carpenters' helpers, except
logging and mining
10 11 Fishermen and oystermen
08 24 Garage laborers, and car
washers and greasers
11 19 Gardeners, except farm, and
groundskeepers 
11 25 Longshoremen and stevedores
04 04 Lumbermen, fartsmen, and
wood choppers
08 13 Teamsters
09 28 Truck drivers' helpers
08 28 Warehousemen (n.e.c.)
Laborers (n.e.c.)
08 —  Manufacturing
Durable goods
03 -- Sawmills, planing mills,
and mill work 
02 09 Miscellaneous wood
products
05 19 Furniture and fixtures
07 -- Stone, clay, and glass
products
14 31 Glass and glass products
05 22 Cement, and concrete,
gypsum, and plaster 
products
05 19 Structural clay products
07 30 Pottery and related
products
05 23 Misc. nonmetallic
mineral and stone 
products
07 -- Metal industries
07 -- Primary metal industries
09 35 Blast furnaces, steel
works, and rolling and 
finishing mills
04 18 Other primary iron and
steel industries
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06 34 Primary nonferrous 
• industries
07 • " Fabricated metal industries 
(incl. not spec, metal)
07 27 Cutlery, hand tools, and 
other hardware
07 27 Fabricated structural 
metal products
10 27 Misc. fabricated metal 
products
09 28 Not specified metal 
industries
11 •• Machinery, except 
electrical
14 38 Farm machinery and 
equipment
17 35 Office, computing, and 
accounting machines
10 32 Miscellaneous machinery
14 45 Electrical machinery, 
equipment, and supplies
11 — Transportation equipment
13 42 Motor vehicles and motor 
vehicle equipment
15 51 Aircraft and parts
02 19 Ship and boat building 
and repairing
08 31 Railroad and misc. 
transportation 
equipment
11 Professional and photo­
graphic equipment, and 
watches
10 37 Professional equipment 
and supplies
16 41 Photographic equipment 
and supplies
11 29 Watches, clocks, and 
clockwork-operated 
devices
12 28 Miscellaneous manufactur­
ing industries
— Nondurable goods
09 — Food and kindred products
08 32 Meat products
13 34 Dairy products
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06 15 Canning and preserving 
fruits, vegetables, and 
sea foods
06 23 Grain-mill products
10 30 Bakery products
10 33 Confectionery and related 
products
16 34 Beverage industries
05 17 Misc. food preparations 
and kindred products
14 40 Not specified food 
industries
00 10 Tobacco manufactures
03 — Textile mill products
01 12 Yarn, thread, and 
fabric mills
06 14 Other textile mill 
products
09 21 Apparel and other 
fabricated textile 
products
07 Paper and allied 
products
06 27 Pulp, paper, and 
paperboard mills
10 31 Paperboard containers 
and boxes
08 30 Miscellaneous paper 
and pulp products
23 50 Printing, publishing, 
and allied industries
08 • " Chemicals and allied 
products
04 30 Snythetic fibers
22 48 Drugs and medicines
08 42 Paints, varnishes, 
and related 
products
08 18 Miscellaneous chemi­
cals and allied 
products
22 Petroleum and coal 
products
26 59 Petroleum refining
Miscellaneous
petroleum and, coal 
products
















Rubber and miscellaneous 
plastic products 





(incl. not reported) 
Construction 







Wholesale and retail 
trade 




All other industries 
(incl. not reported) 
Occupation not reported 
Present members of the 
Armed Forces
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APPENDIX I 
Communication Regarding Status of Study 
June 7, 1982
Memorandum To: All Administrators and Teachers Who
Cooperated in the 1982 Test-Taking Skills 
Study
From: Jo Ann C. Bower
Subject: Status of the Study
I would like to take this opportunity to thank each of you 
once again for your cooperation with the study which 
investigates the impact of teaching test-taking skills on the 
scores of selected students who took the Louisiana State 
Assessment Test during the second semester of the current 
academic year. It was a distinct pleasure to work in academic 
settings whose staffs were characteristically hospitable, 
courteous, enthusiastic, and genuinely interested in the 
"test-wise" phenomenon.
I anticipate being able to access the Louisiana State 
Assessment data in mid-July. Once these data have been 
organized, analyzed, and interpreted, the final stages of the
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study can be completed. As soon as this is accomplished, the 
results of the study will be made available to each 
participating school. At that time, I will be available to 
answer any questions you might have. Should any questions 
arise in the meantime, you can reach me at. my research office 
(388-5473) or at my home (293-8762).
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APPENDIX J
La. State Assessment Test Domain Specifications: Reading
Reading * Student Average Percent
Vocabulary
01 Word Recognition
02 Synonyms and Antonyms
Word Attack Skills














15 Using a Variety of Media
16 Reference Sources
17 Symbols
18 Reads and Follows Directions
Total Test Score
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APPENDIX K
La. State Assessment Test Domain Specifications: Writing
Writing Student Average Percent
Spelling
01 Compound Words with Nouns
02 Homonyms
03 Words Containing ie, ei
04 Affixes
05 Three or More Syllables
Capitalization







11 Contractions and Possessives
12 Classify and Build Sentences
Organization
13 Topic Sentence
14 Select and Limit Topic
15 Outlining
Total Test Score
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148
La. State Assessment Test Domain Specifications: Mathematics




02 Add and Subtract Integers
03 Multiply and Divide Integers
Fractions and Operations
04 Add and Subtract Fractions
05 Multiply Fractions
06 Divide Fractions
Decimals and Decimal Operations
07 Convert Fractions and Decimals




11 Fractions and Decimals to Percent





15 Addition and Subtraction
16 Convert Liquid and Mass Measures
Geometry
17 Spatial Figures, Volume
18 Perimeter and Area
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Problem Solving
19 Banking and Commission
20 Budgeting and Planning
Total Test Score
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APPENDIX N
A Summary of the Sample by Group, Sex, Socioeconomic Status, 
Ethnicity, and Achievement Level
School

























Experimental 19 22 25
Control 19 18 7









Category Low Average High
Experimental 19 25 22
Control 18 12 14
Total 37 37 36
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working on the doctoral degree.
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